A study of the technical and vocational education initiative (T.V.E.I.) in relation to its role as a strategy for change in educational management by Hodge, Selwyn John
University of Warwick institutional repository: http://go.warwick.ac.uk/wrap
A Thesis Submitted for the Degree of PhD at the University of Warwick
http://go.warwick.ac.uk/wrap/73520
This thesis is made available online and is protected by original copyright.
Please scroll down to view the document itself.
Please refer to the repository record for this item for information to help you to
cite it. Our policy information is available from the repository home page.
A STUDY OF 
THE TECHNICAL AJID VOCATIONAL EDUCATION IIITIATIVE 
December 1992 
(1'. V. E.!.) 
II RELATION TO ITS ROLE 
AS A STRATEGY FOR 
CIUIGE II EDUCATIONAL KANAGEXEJlT 
A Thesis Presented for the Degree of 
DOCTOR OF PHILOSOPHY 
of 
THE UIIVERSITY OF WARWICK 
by 
SELWYI JOHI HODGE 
Departllent 
of Education 
TABLE OF CONTENTS. 
LIST OF FIGURES. 
TABLB OF ABBRBVIATIOIS. 
ACKIOWLBDGEIEITS. 
DECLARA T WI. 
SUDARY. 
CHAPTER 1. BACIGROUID TO THE RESEARCH. 
1. 1 TVEL . 
1.2 Evaluation of TVEI. 
1.3 The Research Topic. 
CHAPTBR 2. A DISCUSSIOI OF THE RESEARCH IETHODOLOGY 
USED II THE PRODUCTIOI OF THIS THESIS. 
2.1 Evaluation and Research. 
2.2 Research Xethods. 
2.3 The Ethnographic Approach. 
2.4 Reliability and Validity of Data. 
2.5 The Audience for the Evaluation and its 
effect on the research. 
2.6 The Development of Case Studies. 
CHAPTER 3. XSC, TVBI AID EDUCATIOIAL CHAIGB. 
3.1 TVEI - a new approach to managing 
educational Change in Britain. 
3.2 Change and innovation: a contrast 
of styles. 
3.3 Dimensions of change. 
3.4 TVEI and Curriculum Development. 
3.5 The Innovation Process. 
-1-
PAGE 
4 
5 
6 
7 
8 
9 
23 
9 
11 
17 
23 
27 
36 
44 
54 
49 
50 
54 
60 
66 
89 
101 
TABLE OF CONTENTS (CONTlIUED). 
CHAPTER 4. APPROACHES TO XAIAGIIG CBAIGE VITHII TVEI. 
4.1 MSC management of TVEI. 
4.2 The roles of change agents in TVEI. 
4.3 LEA Change Agents 
4.4 Institutional Change Agents 
CHAPTER 5. CHAIGE STRATEGIES II TYEI. 
5.1 Change strategies. 
5.2 The Annual Review/Planning Dialogue. 
5.3 The Management of TVEI. 
5.4 The Project Co-ordinator role in the 
management of TVEI. 
5.5 The approaches used by TVEI institution 
co-ordinators. 
CHAPTER 6. THE RESPONSE OF THE POVYS LOCAL EDUCATIOI 
AUTHORITY AID ITS IISTITUTIONS TO TiBI. 
6.1 An evaluation framework. 
6.2 The Powys TVEI Project. 
6.3 The institutional framework. 
6.4 A conceptual analysis of TVEI at the 
institutional level. 
6.5 The attitudes of Headteachers and Principals 
to TVEI developments. 
6.6 The roles and functions of the school 
and college TVEI co-ordinators. 
CHAPTER 7. THE TVEI PROJBCTS II COVEITRY AID 
YARVICKSHIRB. 
7.1 The Coventry response to TVEI. 
7.2 The Warwickshire response to TVEI. 
-2-
PAGE 
120 
120 
128 
132 
140 
112 
172 
176 
180 
187 
193 
197 
197 
199 
218 
219 
226 
237 
241 
247 
265 
TABLE OF COITENTS <COITIJUED). 
CHAPTER 8. AI OVERVIEW OF THE THREE CASE STUDIES. 
8.1 Factors operating at the MEC level. 
8.2 Factors operating at the LEA level. 
8.3 Factors operating at the institutional level. 
CHAPTER 9. AIALYSIS OF FIIDIIGS AID COICLUSIONS. 
9.1 Comments on the adequacies of this research. 
9.2 Suggestions for future research. 
9.3 The notion of centre/periphery change as 
it applies to TVEI. 
9.4 Features of the Change Process. 
9.5 An overview of the outcomes for TVEI 
within its local and national contexts. 
BIBLIOGRAPHY. 
-3-
PAGE 
281 
282 
287 
305 
313 
314 
319 
321 
338 
355 
374 
3.1 
3.2 
3.3 
5.1 
5.2 
6.1 
6.2 
6.3 
6.4 
6.5 
6.6 
8.1 
9.1 
9.2 
LIST OF FIGURES 
A Representation of key actions in TVEI Projects. 
Dimensions of Change. 
The Innovation Process. 
Change Strategies. 
TVEI Co-ordinator Roles. 
A Summary of Institutional Change through TVEI. 
Headteacher/Principal styles in Powys. 
Powys Headteachers' responses as 'leading 
professionals' . 
Headteachers' attitudes to introducing TVEI. 
The Backgrounds of the Powys TVEI Co-ordinators. 
The operational modes of Powys TVEI Co-ordinators. 
Change through TVEI. 
Relationships between LEA management styles 
and institutional responses. 
Features of Centre/Periphery Change. 
-4-
PAGE 
57 
74 
117 
173 
188 
220 
227 
229 
232 
236 
238 
299 
323 
325 
TABLE OF ABBREVIATIONS USED IN THIS THESIS 
BTEC 
CPVE 
DES 
DoE 
FEU 
GCSE 
HII 
IISET 
LEA 
KSC 
TRIST 
TVEI 
YTS 
Business and Technician Education Council. 
Certificate of Pre-Vocational Education. 
The Department of Education and Science (now the 
Department for Education (DFE)] 
The Department of Employment. 
Further Education Unit. 
General Certificate of Secondary Education. 
Her Majesty's Inspectors of Schools & Colleges. 
In-Service Training. 
Local Education Authority. 
The Manpower Services Commission [later The 
Training Agency]. 
TVEI Related In-Service Training. 
The Technical and Vocational Education 
Int tiati vet 
Youth Training Scheme. 
-5-
ACKBOWLEDGEXEBTS. 
The author wishes to express his gratitude to his supervisor Dr. 
L.A. Bell for his invaluable guidance and encouragement during the 
course of this work. 
The willingness shown by the Directors of the TVEI Projects concerned 
in this research, Xr Adrian Booth (Coventry), Dr Michael Brookes 
(Powys) and Xr Graham Jones (Warwickshire) in assisting the Author in 
his work, and for providing invaluable comment and help is also 
acknowledged with thanks, together with the readiness with which the 
Heads, Principals, teaching staffs and students of the TVEI schools and 
colleges in these Authorities were also prepared to assist. 
The author also wishes to thank colleagues in the Education Department 
of the University of Warwick for their support and advice during the 
time that he spent at the UniversitYi with particular thanks to 
Professor John Eggleston, Xr Martin Merson and Xr Ted Ross. 
-6-
DECLARATION. 
I hereby declare that this thesis <and the work descri bed in this 
thesis) has not been submitted for any degree, nor is it being 
currently submitted in candidature for any degree. 
Except where otherwise stated, the work is the result of my own 
investigations carried out at the Uni versi ty of Warwick during the 
period September 1986 - December 1992. 
Any evaluation material which has previously been presented by me to 
the rVEI projects concerned in this research is acknowledged as such 1n 
the Bibliography. 
Signature of Supervisor . . 
Signature of Candidate 
Date 
-7-
(Dr L A Bell) 
(};(;;2~;;_ 
,')1/7161-' , 
(S J Hodge) 
SUXKARY 
This thesis investigates the introduction of The Technical and 
Vocational Education Ini tiati ve (TVEI) to schools and colleges. It 
examines how far, and in what ways, the Initiative was able to bring 
about changes in LEAs and institutions. The evaluation studies carried 
out by the Author in three Local Education Authorities are considered 
and, in addition to discussing the methodology which was used, the ways 
in which the research was affected by its association with a 
contractually arranged evaluation programme are analysed. Features of 
educational innovation are considered in relation to the main 
participants in TVEI, and the ways in which these groups and 
indi viduals attempted to implement change are reviewed. The research 
studies, which were conducted at local and national levels. are 
considered. and the evaluation data that was obtained is used to 
consider the ways in which one of the projects managed the Initiative. 
The change strategies that were employed are analysed, and the 
developments occurring in TVEI are set against the educational 
background of the Authority. The ways in which the policies of the LEA 
influenced individual institutions are evaluated. The outcomes of this 
particular case study are then compared with the approaches used to 
introduce and manage TVEI in two other LEAs. The main findings are 
that: 
(1) there was a shift of control from the MSC to the LEAs and 
insti tutions during the lifetime of TVEI which resulted partly from 
the centre/periphery change model employed. This shift enabled 
practitioners to gain a considerable degree of control over the ways in 
which the Initiative was implemented. 
(ii) many of the changes taking place were peripheral to the main aims 
of TVEI. and the available funding allowed the introduction of a number 
of long established ideas. 
(iii) TVEI had a considerable influence on other initiatives introduced 
during the 1980's. 
(iv) TVEI enabled changes to take place in those LEAs and institutions 
that were willing and prepared for innovations to occur. 
(v) the Ini Hat1 ve was introduced rapidly, and many of the changes 
were partial and incomplete. 
(vi) the ways in which TVEI influenced practice in insti tuUons was 
dependent upon the roles and attitudes of the headteachers, co-
ordinators and other key staff involved. 
(vii) the relationship between an LEA and its institutions was critical 
to the ways in which changes were introduced. 
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CHAPTER 1. BACKGROUND TO THE RESEARCH. 
1.1 TVRI. 
On 12th November 1982, the then Prime K1nister, Margaret Thatcher, 
announced the Government I s intention to introduce a new ini tiati ve 
aimed at affecting the curriculum of secondary schools (DES 1982). 
This ini tiati ve was intended to generate changes in the provision of 
technical and vocational education. This new scheme, the Technical and 
Vocational Education Initiative, soon to become known as TVEI was to be 
funded through the Manpower Services Commission <later the Training 
Agency> f, and not, as would have been more usual, through the 
Department of Education and Science. It was aimed at 14-18 year aIds 
and was intended to affect the education of these students in ways 
which would: 
encourage more of them to seek qua11fications and skills that 
would be of direct value to them at work and allow more of them 
to achieve these qualifications and skills; 
mean that they would be better equipped to enter the world of 
employment which would await them; 
ensure that they would acquire a more direct appreciation of the 
practical application of the qualifications for which they were 
working; 
• During the course of this theSis, the name Manpower Services 
Commission (XSC) will be used, since this was the title in use 
during the period when most of this research was being conducted. 
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ensure that they would become accustomed to using their skills 
and knowledge to solve the real-world problems that they would 
meet at work. 
give them a better understanding of industry and commerce. 
TVEI was introduced as a pilot scheme, the purpose of which was: 
'to explore and test methods of mnag1.ng progral1111Jes of general, 
techn1.cal and vocat1.onal education for 14-18 year old students which 
my be su1.table for repl1.cation elsewhere.' (XSC 1984c, page 2). 
To achieve this a number of pilot projects were set up. Some of these 
began in 1983, with others starting in the subsequent five years. In 
order to undertake a pilot project, an LEA had to submit proposals for 
meeting the objectives of the scheme to the XSC's TVEI Unit. Since 
TVEI was a highly funded initiative (t55.1 million was given to the 
first 14 LEAs), it proved to be a popular scheme, with 66 LEAs 
submitting proposals in the first year. However, because the cr1teria 
for TVEI had been centrally determined, and were imposed by the KSC 
upon successful LEAs without any negotiation, a number of LEAs refused 
to become involved. This s1 tuation was further exacerbated by the 
objectives of the Initiative being cons1dered divisive by some LEAs 
(Blackman 1988). Because TVEI schemes were seen as exper1mental, a 
requirement was that each project should be evaluated (XSC 1984a). 
This study is the outcome of the evaluation of a number of TVEI p1lot 
schemes. 
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1.2 EVALUATIOI OF TVEI. 
It was decided in 1984, by the Manpower Services Commission's National 
Steering Group for TVEI, that independent local external evaluation of 
TVEI pilot projects should be a mandatory condition of the contracts 
made with Local Authorities. A minimum of 1% (about t4.000) per annum 
of the funding, made available to LEAs for TVEI. was to be used for 
this purpose. This local evaluation was intended to be additional to 
the national evaluation which the TVEr Unit had commissioned Leeds 
University, the lational Foundation for Educational Research (NFER) and 
Trent Polytechnic to undertake. 
The local evaluation of TVEI had two main purposes: 
(i) to assist each Local Authority with the development of its TVEI 
scheme through independent observation. The evaluation was 
intended to be formative in nature, providing immediate feedback 
on the ways in which the Project was being managed and 
developed, both at LEA and institutional levels. 
(ii) to provide the TVEI Unit with further information about the way 
in which the Project was being developed at the LEA level, both 
to add to the findings of the national evaluation, and also to 
provide independent evidence for accountability purposes. 
Although local evaluations were commissioned by LEAs, and were seen in 
most respects as being intended for their own benefit, the expectation 
from the XSC was that the evaluation findings would be shared with the 
TVEI Unit, and that local evaluation reports would be made available 
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for the use of its evaluation staff [see for instance TVEl Evaluation 
Leaflet 2, (MSC 1984)]. 
External evaluation was not made an integral part of the TVEI contract 
with LEAs until some two years after the start of the Initiative. This 
meant that evaluation was given low priority by some LEAs, and was seen 
as an obligation rather than a necessity. The atu tudes of TVEl 
projects to external evaluation not only affected the methodology which 
could be used during this research, but also the access which was 
available to projects, institutions, meetings and published data (see 
Chapter 2). 
A further consequence of the delayed start of the contractually imposed 
external evaluation, was that the TVEI Unit did not make it clear to 
LEAs that this work should be augmented by the evaluation conducted by 
staff wi thin the LEA. It seemed, at that stage, that the XSC had not 
stressed sufficiently that TVEI schemes were pilot projects from which 
lessons might be learned and later acted upon. This situation was made 
worse when the universal Extension phase of TVEl was announced in 1986 
in the White Paper, 'Working Together Education and Training' 
<DoE/DES 1986), for it then became apparent that LEAs were expected, 
when submitting proposals for entry to TVEl Extension. to articulate 
the lessons that had been learned from the evaluation of their pUot 
schemes, and to utilise these in the planning for their Extension 
proposals. A number of submissions for TVEI Extension funding were 
turned down as a consequence of a failure to do this. 
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A fairly common feature of TVEl pilot projects was that Local Authority 
advisers and inspectors were largely excluded from the development of 
their own LEA schemes. They tended not to provide advice and support, 
or become involved in evaluating the scheme at institutional and 
project levels (Sims 1989). Prior to the decision that LEAs should 
appoint external local evaluators, the responSibility for internal 
evaluation had often been undertaken by the TVEl project co-ordinators. 
These indl viduals were responsible for the management of the entire 
TVEl schemes wi thin their Authorities. This meant that not only was 
evaluation frequently given a low priority, but it often lacked rigour 
and commitment. The valldlty of schemes belng evaluated by thelr own 
authors and directors was also highly questionable. The requirement 
that LEAs should appoint external evaluators caused dlfficult1es for 
some TVEl projects. Despite guidelines having been provided which 
suggested areas for evaluation orne 1984a), LEAs were often unclear 
about the processes involved. Thls led in some instances to external 
evaluators being appOinted to work within guidelines that were vague 
and, in the light of experience, inadequate (Hodge 1987b,e). 
When TVEl was introduced, evaluation had already started to become an 
integral part of the British educational scene, but it was not yet 
common practice. A few LEAs had previously considered ways of 
reviewing their own institutions (eg Solihull and ILEA), and some 
curriculum development schemes had been evaluated (eg The Schools 
Council Integrated Humanities Proj ect). However, the requirement that 
every TVEl scheme should be evaluated introduced 8 level of operation 
for which the required expertise and commitment were not readily 
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available. This si tuation was exacerbated by the expectation, wi thin 
the guidelines, that evaluation should be formative, developmental and 
wide ranging. 
)fast TVEI projects turned to Higher Education institutions for their 
evaluation. A number of these establishments responded in a posi t1 ve 
way. ){any of those that did already had academic staff with some 
experience of evaluating educational programmes, or with an interest in 
this field. However, the number of experienced evaluators, who were 
available within the universities and colleges at the time, was 
limited, as was the time that they had available for such work. 
Indeed, one of the problems arising out of TVEI was that the evaluation 
of an entire proJ ect, with its numerous strands of development, was 
found to be very time consuming. It was found that a considerable 
involvement by the evaluator with the work of the LEA concerned was 
reqUired, if the exercise was to be as rigorous as the MEC had 
envisaged. 
A further problem was that the funding available for evaluation was 
limited (ca. t4,OOO per annum), This meant that Higher Education 
insti tutions could not afford to devote much of their staff time to 
this activity. One way around this situation, which appeared 
attractive at the time, was for universities and colleges to obtain the 
contracts for the evaluation of a number of TVEI proJ ects, and to 
employ full-time evaluators. 
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The commitment to the formative evaluation of a TVEI scheme by a Higher 
Education institution was generally for the life of the Project (1e 
five years). In most cases the institution further committed itself to 
the production of a summative evaluation report based on a longitudinal 
study. Al though, for the institution, TVEI represented a large 
investment in time and personnel, the financial reward was 
comparatively small. However, other potential benefits for the 
institution were quite substantial. The main benefit was the 
opportuni ty to develop links with the Authority concerned, which, in 
turn, could lead to further j oint developments in the future. In 
addition, the involvement of staff with a nationally funded scheme, as 
prestigious as TVEI, also had clear possibilities for the status of the 
insti tution, and might lead to further contracts of a similar sort. 
However, since TVEI was also a highly contentious ini UaU ve 
(Hargreaves 1984), some Higher Education institutions preferred not to 
become involved. 
Eventually, the external evaluation of TVEI projects was undertaken by 
a sma1l group of Higher Education institutions scattered around the 
Country. Each lnsti tution became associated with a group of TVEI 
schemes. When it was clear that external evaluation was mandatory, 
this led to Higher Education institutions making bids to lndi vidual 
LEAs for thelr TVEI evaluation contracts, a situation which became most 
pronounced in the third and fourth 'rounds' of TVEI (1985 and 1986), As 
a result at having made successful bids, the University of Warwick 
gained the contracts for the evaluation of five TVEI projects -
Coventry, Powys, Solihull, Walsall and Warwickshire. While four of 
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these had obvious local links with the University, Powys was clearly 
more distant. This gave rise to problems during the evaluation of this 
project as a result of the additional travelling times involved. 
The evaluation of the four TVEl projects, which commenced in 1984, was 
conducted initially by a number of staff from the Faculty of Education 
of the University: 
Coventry 
Powys 
So 11 hu 11 
- Professor David Jenkins ( assisted by a number of 
Research Fellows appointed on an annual basis, and a 
Coventry teacher seconded for 1 day a week by the LEA), 
- Professor John Eggleston, 
- Dr Les Bell and Xr xartin Merson, 
Warwickshire - Professor John Eggleston (initially assisting the work 
of the Local Authority's advisers and inspectors). 
The evaluation of the Walsall scheme began when this LEA joined TVEl in 
1985, and was carried out by Dr Les Bell and Kr Martin Kerson. 
The evaluation contracts, agreed with the five Authorities, committed 
the University to producing regular reports on the management of each 
project and on the progress made by each TVEl institution. This 
involved the team of evaluators in a considerable amount of in-depth 
work:. Some members of the team found it difficult to complete the 
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necessary fieldwork in addition to their other duties and, as a result, 
it was decided in 1986 to appoint a temporary full-time Research 
Officer, on secondment from Warwickshire LEA, to undertake some of the 
evaluation work relating to TVE!. The position was advertised as a one 
year appOintment in the first instance, and was made available, on a 
competi ti ve basis, to senior teachers from Warwickshire schools. The 
Author was appOinted to this post from September 1986. He became a 
member of a new team of evaluators for the Coventry project, which then 
consisted of: 
Xr Martin Kerson, Mr George Timmons, Professor David Jenkins, 
Xr Doug Harwood and the Author. 
In addition he was given oversight of the evaluation of the schemes in 
Powys and Warwickshire. A Warwickshire TVEI Report commented: 
'A flarwickshire teacher bas been seconded to Warwick Uni versity to 
act as an evaluation researcb officer. Tbe project bopes tbat be 
will be able to provide a more complete picture of the project than 
bas emerged before. ' 
(Jones 1986 p13) 
The time available to the Author, to carry out full-time evaluation 
work, was extended by Warwickshire County Council and the Uni versi ty 
for a second year from September 1987. 
The secondment permitted the successful candidate to register for a 
higher degree of the University, so that the opportunity could be taken 
to pursue an in-depth research study of a particular aspect of TVEI. 
1.3 THE RESEARCH TOPIC. 
The actual thesis which will be explored is: 
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, That the impact of the Technical and Vocational Education 
Initiative in educational institutions, has depended on the previous 
atti tudes which have been shown towards the manage1!1ent of change 
both within the institutions and in the Local Education Authority 
responsible, and also on the nature and extent of the support of the 
Project, and to some degree on the nature of the Project itself'. 
The importance of this research was the opportunity it presented to 
contribute to the understanding of the dynamics of educational Change. 
In particular, it allowed an investigation to be carried out into the 
impact of a new style of educational initiative which: 
had been introduced, on a national scale, with a certain degree 
of pressure on LEAs to become involved resulting from the 
considerable funding available; 
was managed centrally by an organisation that previously had 
been primarily responsible for structured training programmes; 
demanded contractually agreed outcomes in return for the funding 
provided; 
introduced new style change agents into LEAs and their 
institutions in the form of TVEI co-ordinators; 
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was managed locally by Local Education Authorities which had 
substantially different and historically-framed approaches to 
the management of the educational provision in their areas. 
The research, which was carried out through a combination of evaluative 
studies and other instruments <which are discussed in detail in 
Chapter 2), had as its main objectives: 
an examination of the impact that TVEI was having on three LEAs 
and their institutionsj 
an exploration of the changes which were taking placej 
an examination of how these changes were being brought about. 
In addition, the research considered the management approach adopted by 
the XSC and the nature of the interactions which took place between the 
TVEI Unit and the LEAs involved. 
The discussion of TVEI in sUbsequent Chapters will be based upon all 
three projects which were evaluated in order to obtain a comparative 
study. The projects formed a cross-section of TVEI developments, 
representing as they did a range of traditions and environments [inner-
ci ty (Coventry), urban (Warwickshire), rural <Powys)]. In order to 
give greater insight into the functioning of TVEI at the institutional 
level, case studies relating to the seven schools and colleges involved 
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in Powys will be considered in Chapter o. The reasons for selecting 
Powys were that, compared with the other two projects: 
there was a considerable distance between the institutions 
involved, which made communication and collaboration more 
difficult; 
the value systems of the institutions varied considerably, and 
tended to reflect the differing cultures of the communities that 
they served. This had possible consequences for the adoption of 
educational change; 
the schools varied considerably in size. As a result it was 
possible to investigate the effect of this factor on the 
management of innovation; 
there was a considerable variation of educational practice 
between the institutions, which meant that some were more 
prepared for change than others; 
the LEA had not previously been in the vanguard of educational 
innovation; 
the LEA had failed to create structures for dealing with 
curriculum development projectsj 
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the opportunities for meeting some of the aims of TVEI were 
limited by the rural nature of the County; for instance, the 
lack of a broad industrial base in the County had clear 
implications for employment and work experience opportunities. 
His position as external evaluator allowed the Author ready access to 
the TVEI projects and to all relevant documentation. However, the way 
in which the field-work was carried out depended to some extent upon 
the attitudes towards evaluation shown by the individual Authorities 
(Chapter 2). He was also able to draw upon the work carried out 
previously by those members of the Uni versi ty' s Education Department 
who had been involved with TVEI evaluation. This enabled him to 
benefit from their experience of evaluation methodology. and from their 
knowledge of the LEAs and institutions involved. 
While TVEI project evaluation reports were made available to the MEG by 
the individual LEAs. these were not then shared by the TVEI Unit with 
local evaluators, and it was impossible to gain easy access to the 
evaluation studies conducted by researchers working with other 
projects. Al though this was intended to preserve the confidential! ty 
of the evaluation reports, the situation detracted from the usefulness 
of the total evaluation programme, since there were few opportunities 
for evaluators to share the results of their individual studies. Some 
conferences were organised by the MEC for local evaluators, but these 
tended to be limited in scope and more concerned with issues relating 
to research methodology. than to TVEI outcomes. However. it was 
-21-
possible to obtain information about other TVEl projects from informal 
contacts with other evaluators and with TVEl project co-ordinators. 
The main strategies used for this research involved rigorous, 
longitudinal evaluation studies conducted over a period of two years in 
each of the three Local Authority areas. The methods used to gather 
data will be discussed in the next Chapter. Each TVEl institution was 
visited regularly (at least every three months), when the opportunity 
was taken to talk with teachers and students, to observe lessons in 
progress, to attend relevant meetings, and to discuss the findings with 
the headteachers and TVEl co-ordinators. The results obtained were 
also discussed with TVEI personnel in each Authority, including the 
Project Co-ordinator. lot all of the data collected has been used in 
this thesis. 
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CHAPTER 2. A DISCUSSION OF THE RESEARCH XETHODOLOGY USED 
II THE PRODUCTION OF THIS THESIS. 
2.1 RVALUATIOI AID RESEARCH. 
The research for this thesis was, in the main, carried out through the 
evaluation of the TVEI pilot projects in three Local Authorities, and 
from evidence obtained from more national sources. While some of the 
data was obtained through informal and unstructured channels, most of 
it was arrived at through extensive fieldwork. Duri ng the evaluation 
process, due regard was given to the quality of the methodologies used 
in order to secure the information on which the evaluations were based, 
and also to ensure the reliability and validity of this information. 
Whilst, as a result of the contractual obligations resulting from TVEI, 
there was a concern to collect data which could inform LEAs about 
future policy decisions relating to their TVEI schemes, every attempt 
was made to ensure that the collection of the data (the monitoring 
stage) was carried out with the rigour and sensitivity normally 
required for research purposes. It has been argued that: 
'The evaluation process ",111 be fundamentally unsound unless it 
co~nds evidence which is both valid and reliable'. 
(The SOCiety of Chief Inspectors and Advisers 1990, plO) 
Evaluation and other forms of research are similar in many ways and yet 
there are some differences. The differences which do exist are more 
concerned with what happens to the data and information at ter the 
monitoring stage has taken place, rath~r than with the data collection 
process itself. Evaluation traditionally has had two major functions: 
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(i) to provide a basis upon which decisions about future 
developments can be taken, 
(ii) to provide evidence from which judgements can be made about 
the effectiveness, efficiency and quality of the work taking 
place. 
Both of these features imply that the research findings will require 
interpretation by someone. While evaluators themselves will usually be 
expected to pass judgements upon their findings, in some cases the 
findings will be interpreted by others. Such interpretations will then 
be used by the decision makers for developmental and/or accountability 
purposes. 
In addition, however, it was found during this research that evaluation 
also played an important role in the change process itself. This was a 
result of the regUlar monitoring and feedback, which took place during 
the formative local evaluation, encouraging TVEI projects to 
continuously assess the progress that was being made and to make 
adjustments accordingly. As a result, evaluators took a role in the 
on-going development of TVEI and became contributors to the management 
of change process. This had implications for the objectivity of the 
research/evaluation being carried out, since it was possible at times 
for evaluators to be evaluating their own work. 
Evaluation may be seen as a form of applied research. I1sbet (1980) 
argued that evaluation is an extension of educational research, sharing 
its roots, and using its methods and skills. Thus the methodology used 
in this work, which is described in detail later in this Chapter, is 
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drawn directly from the repertoire of the academic researcher. The 
data collection processes, however, were influenced by the ready access 
to information which TVEI allowed. 
Because the evaluation of the TVEI projects was being carried out on 
behalf of the three LEAs concerned, access to information about the 
projects, and entry to the institutions involved, was not generally a 
major problem. In fact, evaluators found that they were able to gain 
ready access to the heads and principals of institutions, in a way that 
had not always been possible for those engaged in more 'pure' forms of 
research in the past. Hargreaves (1983) has argued that researchers 
showed a bias towards those with low power, since it was easier to 
negotiate research access. He considered that, as a result. very 
little was known about the working of senior management teams in 
schools, even though they made most of the key decisions. The 
evaluation of TVEI projects has, to a large extent, changed this 
situation (see Chapters 6 and 7). 
The purposes of local evaluation were not necessarily well understood 
by those involved with TVEI in the LEAs. There was a concern among 
some individuals that it was solely an appraisal of the work being 
carried out, with a report being provided to the MSC on any 
deticiencies which were apparent. The tensions which existed between 
the use of evaluation for accountabil1 ty on the one hand, and as a 
developmental tool on the other, were never fully resolved during the 
period of this research. Nixon (1989) found similar problems during 
his work in Sheffield. While the MSC wanted evaluation to serve both 
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purposes, the LEAs were more ambivalent. Some projects emphasised the 
developmental nature of evaluat10n, while others used the outcomes to 
coerce their institut10ns into adhering more closely to the TVEl 
criteria. Although the practit10ners in the schools and colleges seemed 
particularly unclear about the nature of the local evaluation, they 
opposed its use for accountability purposes. 
The main function of these particular evaluation studies was to assist 
the projects improve their work by providing advice on developmental 
issues; hence the accountabil1 ty dimension was minimised as much as 
possible. To do so, it was necessary to build sound relationships with 
the various participants. It was essential, for instance, for 
anxieties to be dispelled as far as possible among staff in the LEAs 
and insti tuUons, in order to reduce the possible threat that the 
evaluation activities posed. It was possible to obtain ready access to 
the institutions and to the people involved, but the perceived 'status' 
of the evaluator might, on occasions, have militated against the 
acquisition of sound research data. 
Access to information about the projects was not a problem either, 
except in so far that, because LEAs were engaged in TVEI pilot schemes, 
the quantity of information passing back and fore between the LEAs and 
the MEG. and also between the LEAs and their institutions, was so great 
that it was impossible to be fully aware of all the material that was 
becoming available. A similar point can be made about TVEI at the 
national level, since it was a problem for researchers engaged in 
formative evaluation to ensure that they were fully aware of all the 
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information and changing circumstances that existed. To some extent, 
however, this research benefited from the support of a team of 
cOlleagues who were involved in similar work, and from a ctoss-LEA 
perspective. These factors allowed a national overview of the 
Initiative to be more readily obtained. 
All TVEI evaluations were concerned with the format! ve development of 
projects. The way in which this research was eventually conducted was 
to some extent, therefore, governed by the issues that the LEAs 
themselves wanted to explore. Although the issues were negotiated with 
the headteachers and project co-ordinators, the methodology was 
generally determined by the evaluator. However, it was considered both 
courteous, and a part of the process of building good relationships 
with the TVEI personnel involved, to ensure that the evaluation 
timetable, and the methodology to be used, were arranged and understood 
by partiCipants before fieldwork visits to the schools took place. In 
fact, in most cases, visits were arranged through the TVEI project co-
ordinators, while at the school and college level, visits were always 
arranged through either the headteacher/principal or the institution's 
TVEI co-ordinator. 
2.2 THR RESEARCH DTHDOS. 
There are three main ways of obtaining research data: 
1) Ib::per1mental Research through the use of 'scientific' 
methods and control exper1ments. 
ii) Survey Research by obtaining a general overview of a 
development through the collection of a large amount of data 
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by wide spread questionnaire methods, and/or the use of 
documentary sources. 
111> Ethnographic Research - in which the researcher attempts to 
work within his research area and tries to 'understand' what is 
occurring as a natural process. 
The evaluation of TVEI projects reqUired the collection of both 
qualitative and quantitative data. The MSC distinguished between 
'hard' (quantitative) and 'soft' (qualitative) data collection in TVEI 
programmes (Evaluation Leaflet number 5), by referring to hard data as 
statistical/numerical information concerning pupil numbers, examination 
results, staying-on rates, financial costSj and soft data as 
information about the attitudes of participants and others towards TVEI 
and the changes taking place. Whilst all three of the approaches 
listed earlier could be used to obtain both quali tati ve and 
quanti tative data, the first two methods are most sui table for the 
collection of quantitative evidence since the ethnographic approach is 
intrinsically more concerned with obtaining qualitative data relating 
to the particular case being studied than with quanti taU ve 
information. 
The XSC established national evaluation systems in order to collect 
both qual1 taU ve and quanti tati ve data relati ng to TVEL At the local 
level, decisions about the approach to be used, and the sort of data to 
be collected, were left to the Local Authorities and their evaluators. 
-28-
The Instruments which were used. 
This research project uses both qualitative and quantitative data. Most 
of the quantitative data was collected from documentary sources, 
although some of it was also obtained through a limited application of 
survey questionnaires and structured interviews. 
1) Documentary Xaterials and other sources of data. 
The documented data which was available enabled the contents of 
reports and submissions to the KEC to be cross-referenced with the 
views of individual partiCipants. This was a strategy used 
particularly when talking with project co-ordinators and LEA 
advisers and officers. 
1i) Questionnaires. 
Questionnaires were not used in the survey sense, since the size of 
the sample groups was too small. However, a role-clarification 
checklist questionnaire was used with some of the co-ordinators and 
headteachers, and attitudinal questionnaires were administered to 
pupils in some of the schools involved. It was not felt necessary 
or appropriate to use broader survey questionnaires, because of the 
diverse nature of the institutions and LEAs that were involved in 
this particular research. The questionnaires that were used were 
intended to support other research instruments, and, therefore, it 
was not considered necessary to pilot them, since any inadequacies 
in the data obtained could be corrected at a later stage. 
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iii) Semi-structured Interviews. 
In order to provide a greater 'focussing' mechanism for the 
investigation, semi-structured interviews were used with individual 
people. Semi-structured interviews are ones in which the researcher 
has a framework of questions prepared to which he wants to obtain 
answers, but in which there is sufficient flexi bili ty for the 
interviewees to develop their own train of thought. The whole 
process is facill tated by the researcher. In designing the semi-
structured interview schedules, careful note was taken of comments 
made by Wragg (1984) about the need to minimise the problems of: 
(i) Interviewer bias - by careful design of the schedules, 
(11) Respondent bias - by as far as possl ble trlangulati ng the 
results of interviews which were obtained, 
(11i) Sample bias - by interviewing as wide a cross-section of 
participants as time allowed. 
Problems did occur on occasions. For instance, it was not always 
possible to ensure the undivided attention of interviewees for the 
whole of a session, often due to the pressures of their work. 
Every attempt was made to minimise these effects, and in general 
this was successful. Because the interviews were semi-structured, 
it was not considered necessary to pilot the schedules first, since 
the framework was sufficiently flexible to allow respondents to 
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provide information that they wished to give. The instruments were 
seen as facilitating the interviews rather than restricting them. 
iv) Diary Observation. 
In addition to questionnaires and semi-structured interviews, the 
methodology also included 11mi ted use of diary observation. This 
was carried out specifically to investigate the work of the school 
TVEI co-ordinators. Diaries were used to find out more about the 
roles and responsibilities of these individuals. The information 
obtained from their diaries was cross-triangulated against the 
results of the semi-structured interviews which were also held with 
the co-ordinators. The diaries allowed for a longitudinal recording 
of activities to be carried out over an extensive period of time. 
It was less threatening to the participants involved, to record 
information in this way than to be • tracked' for long periods of 
time by the researcher. 
The demands from the three projects being studied were generally for 
more qual1 tati ve i nformat10n, particularly where this related to the 
attl tudes of staff and students towards the changes which were being 
introduced as a result of TVEI. As a consequence, therefore, there was 
a need to consider research approaches which would bring this about. 
v) Group Interviews. 
Some of the interviews with pupils were carried out on a group 
basis. This allowed some measure of the degree of support for a 
particular issue to be determined from the reactions of the group. 
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Group interviews were sometimes carried out by interviewing a number 
of groups from the same cohort at different times using the same 
interview schedule. This minimised the effects of group pressure 
response, in which the views of one or two individuals could 
possibly have affected the views of the rest of the group. 
vi) Classroom Observation. 
Since TVEl was a scheme concerned with changes in the content and 
delivery of the curriculum, a considerable amount of classroom 
observation was carried out. This was done in as sensitive a way as 
possible, since this particular form of research can be threatening 
for the teachers concerned. It was made clear that the intention 
was to gather evidence about the classroom processes and not to 
evaluate the teacher's performance (ie it was not appraisal 
observation) . 
It was realised that the complexity of classroom activity 
necessitated the use of structured observation schedules. However, 
the schedules were designed to minimise the problem of them being so 
complicated that they would be d1:fficul t to use and to interpret. 
Schedules were used which, while providing structure for the 
research, allowed sufficient flexi bUi ty for more general insights 
to be gained into the events which were occurring. The observations 
carried out focussed on both teacher and pupil activities, and 
covered a number of categories including teacher talk, pupil talk, 
teacher activity and pupil activity. 
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Classroom observation was carried out, either by selecting TVEI 
groups that were being taught at an appropriate time, or by 
shadowing an individual TVEI pupil, chosen at random, for half a 
day. The data obtained from classroom observation was compared with 
the views of pupils and teachers gathered from interviews and 
informal conversations, and thus the information obtained 
complemented the triangulation processes that were used to maximise 
the validity and reliability of the research data. 
vii) Conversation with participants. 
Much of the data was collected through informal conversations with 
partiCipants (individually and in groups> at all levels in the 
three proj ects. The key to the success of this approach was to 
develop an easy relationship with the individuals who were engaged 
in conversation, so that they did not see it as a threatening 
si tuation. This particular technique seemed to work best after a 
period of familiarisation within the schools and colleges involved, 
when the evaluator-institution relationship was perceived to be 
supportive. This technique proved particularly useful for obtaining 
a wide over-view of the issues involved in the research, and it also 
provided a mechanism to gain acceptabill ty in the institution by 
meeting teachers on their own 'territory'. 
Informal and formal interviews were held with all the TVEI institution 
headteachers, with the co-ordinators in the projects' schools and 
colleges, and with all the central TVEI personnel in the projects 
concerned, ie project co-ordinators, careers officers, and curriculum 
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development staff. 
arranged with those 
responsibility for 
In addition formal and informal meetings were 
LEA officers and advisers who had a direct 
the TVEI projects. Within the institutionc 
concerned, interviews were held with a large number of teaching staff, 
both those who were directly involved with TVEI and those who were not, 
and also with a large number of pupils. 
Other people connected with TVEI were interviewed. These included the 
XSC managers of the three projects and their Regional Advisers; the HMI 
involved in the evaluation of the projects; elected members and senior 
officers of the three LEAs who were members of their local Steering 
Groups; local industrialists who had accepted TVEI pupils for work 
experience. As a result, considerable insights were gleaned into the 
perceptions of a large range of individuals about the management and 
development of TVEI, both locally and nationally. 
Earlier in this Chapter, it was shown that there were three main 
approaches to carrying out research studies: experimental, survey and 
ethnographic. The nature of the curriculum and organisat10nal changes 
being encouraged through TVEI did not readily allow for a study based 
upon scientific methods to be used. It was dif:ficul t, for instance, 
for the researcher to set up controlled experiments between Authorities 
and institutions. While it might have been possible for those 
introducing TVEI, in the first place, to have considered the use of 
this strategy, and to have built some comparative study into the life 
of the Proj ect from the very begi nni ng I 1 t was not f easl bl e f or a 
single researcher, working on already established projects, to do so. 
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Since local evaluators were intended to be independent of both the MSC 
and the LEAs, they were not in a position to engineer events in order 
to assist their research, nor indeed should they have attempted to do 
so, since this would have compromised their neutral role. Instead 
evaluators were observers of history. The nature of their role 
sometimes made them players, however, when projects sought advice and 
support from their evaluators. 
The XSC was interested in comparing the outcomes for pupils who had 
undergone the TVEI 'experience' with those who had not, and also in 
making comparisons between those institutions which had been involved, 
and those that had not. This sort of analysis, however is not readily 
controllable or easily measurable by scientific means, nor does it fit 
easily within the compass of the work of a local evaluator concerned 
with small-scale formative research. To investigate comparisons 
between pupils and institutions, the MSC commissioned, as part of the 
national evaluation programme for TVEI, a number of survey studies. 
These involved the large-scale collection ot information from projects 
through data banks, and through large scale questionnaires. However, 
this data was not made immediately available to local evaluators. 
Instead researchers had to rely on occasional analyses of this data 
(eg XSC 1987, 1989), without having access to all the information which 
had been collected. 
The interim findings of the national evaluation of TVEr OLSC 1987), 
indicated that the variations between LEAs and institutions were such 
that any attempt to generalise about the Initiative, even at the 
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national level, was difficult. Any attempt to draw conclusions from 
the use of survey techniques in three very different LEAs was not 
likely, therefore, to be a profitable exercise for the evaluator. 
However, whenever it was found useful to collect comparative 
information about the institutions within a particular LEA, either of a 
qualitative or quantitative nature, this was done, and the results were 
then used to inform the final conclusions. The main approach to data 
collection for this research, however, was ethnographic. 
2.3 THE B1HIOGRAPHIC APPROACH. 
There was a need to gather information through as much immersion as 
possible in the actual processes taking place. Having considered the 
possible use of various research methods, it was decided that the most 
generally applicable style would be ethnographic. This sort of 
research style has often been referred to as the 'social anthropology' 
approach since, in a sense, researchers actually attempt to 'live 
among' the people that they are stUdying, and seek to share their life-
styles and activities. In the case of this research study, a 
'Researcher Participant' (Gans 1982) style was adopted. Total 
inunersion in the work of any of the TVEI proj ects was impractical, 
given the constraints of time, and hence although the researcher had an 
involvement in the social situations of the groups being studied, this 
was only partial, and was directed at fulfilling the requirements of 
the research instruments. 
The ethnographic research style 1s based upon the assumption that what 
people say and do 1s consciously and unconsciously shaped by their 
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social situation. Ethnographers need to be sensitive to the way they 
enter a setting. and must carefully establish a role that facilitates 
the collection of information (Wilson 1977). In addition. Gold (1958) 
argued that ethnographers must make decisions about how involved they 
will become in community activities. because their own activities will 
influence the ways in which people react to them. Bruyn (1966) claims 
that one of the most important features of the ethnographic approach is 
that participants must come to trust and value the observers enough to 
be willing to share intimate thoughts with them and to answer their 
endless questions. He believes that outsiders. occasionally coming in 
and talking to people. do not have the opportunity systematically to 
cultivate a role that facilitates collection of all kinds of 
1nformation at various levels. Similarly, as Wilson (1977) has shown, 
the subj ects of the research are not a1 ways able to articulate their 
perspectives for themselves, thus the researchers must find ways of 
helping them to do this, and also to find ways to cultivate awareness 
of the latent meanings behind their observations without becoming so 
over-involved that they become oblivious to the events taking place. 
The basiC ethnographic method used in this research was further 
enhanced by what has been referred to as the hypotheUco-deducti ve 
approach (XcCormick and James 1988). The starting point for the study 
was careful observation of the events that were occurring. This 
observation was informed by a review of the 11 terature and documents 
pertinent to the work being undertaken. The inter-relationships 
between the features identified then enabled hypotheses to be 
constructed about the possible effects that these features might have 
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on the ways in which the TVEI projects were progressing. In the light 
of the hypotheses which were developed, it was possible to focus on 
issues which seemed to be particularly relevant. During this process, 
the research methods were selected in order to explore fully the 
specific issues which had been identified. 
Ribbins (1986) has described this particular style of enquiry as the 
Interpretive approach, in that the sequence used is: 
Observation & data collection ... ~ Hypotbesis ... ~ Tbeory construction 
The research begins with a careful study of what is happening, the 
observations are interpreted by the researcher, and possible hypotheses 
to explain the observations are created and tested. Where the 
hypotheses appear to satisfy the various observations, it is possible 
to begin to construct theories about these events. The Interpretive 
approach is considered by Ribbins to be fundamentally different to the 
Positivist approach, in which the sequence is: 
Theory construct1on .•. ~ Hypothesis .•. ~ Observation & data collection 
In this case the researcher sets out to look for evidence to support 
the ideas he already has about the ways in which the participants will 
function, rather than beginning with an analysis of how they actually 
regard their own circumstances. The principal objection to the use of 
the Positivist approach in this study was that, since TVEl was a very 
large, complex and novel type of innovation, it would be difficult to 
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pre-judge the likely rationale for its development in any way that was 
valid. The intention, therefore, was to utilise an Interpretive 
approach, in order to enter upon the research with few preconceptions 
about the possible outcomes, and to allow real1 ty to emerge in a 
fundamentally phenomenological waYi ie through an acceptance of the 
principle that views of reality do indeed differ between observers and 
participants, and that any study needs to take this into account. 
However, problems were encountered within this approach. 
Problems within an Ethnographic Approach. 
Many of the problems stemmed from the nature of the evaluation, 
especiall y the number of proj ects i nvol ved and the need to produce 
agreed outcomes within predetermined time scales. Thus there was 
insufficient time to get 'immersed' in the work of the institutions in 
the way that the ethnographic approach seemed to require. It also 
proved to be very difficult to maintain an impartial observer role 
during the developmental processes that were taking place. This will 
be considered further in the next section, but in order to be able to 
make judgements about the work observed, it was necessary to consider 
the usefulness and purpose of the various observations that were made. 
While this did not affect the way in which data was collected during 
the field-work periods, it probably Changed the perceptions of some 
people in the inst! tutions about the purpose of the visits that were 
made. It was, for instance, anticipated that, as a result of these 
visi ts, verbal reports would be made to the headteachers and other 
staff of the schools, which not only provided factual material and 
impressions, but also gave some evaluative feedback and advice for 
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further development. For some staff this would have been seen as 
potentially threatening. 
The effect of the outcome of the research on the nature of the approach 
undertaken is an important issue. While it did not necessarily 
undermine the reliability and validity of the research, it probably 
did, to some extent,. influence the views of people in the institutions. 
This made it difficult, therefore, for the role of a participant in the 
affairs of each institution to be maintained. For example, views about 
the proj ect were sought from the researcher by participants in the 
project. The problems caused by (i) a lack of time to gain an in-depth 
knowledge of the projects in a truly ethnographic way, and (ii) having 
to make value judgements which possibly affected the relationships that 
were being fostered with partiCipants, made it necessary for the 
research methodology to be amended accordingly. 
A Xodltication of the Ethnographic approach. 
Attempts were made to glean information through observation of as many 
aspects of the three TVEI projects as possible. These included 
attendance at: 
School staff and departmental meetings, 
Meetings of institution co-ordinators, 
Annual Reviews (also known as Planning Dialogues) which took 
place between the LEA and MSC (see Chapter 5). 
Steering Group meetings (these were the groups wi thin the LEA, 
responSible for the management of TVEI, and which involved local 
industrialists, officers, and elected members). 
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Curriculum development group meetings. 
Staff development and IISET sessions. 
In addition the work of students was observed through: 
visits to students on work experience. 
participation in field courses, 
attending lessons in progress in the TVEI schools and colleges. 
It was necessary to sharpen the focus of some of the work being carried 
out in order to adapt it more to the limited time-scale, and to the 
si tuation of being a participant-observer in the processes of change 
and development. Studies were made of: 
the educational effects of TVEI, 
the social and professional interactions of people involved in 
the Projects, 
the educational climate in which TVEI was operating, 
the use of equipment and resources. 
The information obtained was then used to triangulate against the 
researcher's perceptions of the events taking place. These approaches 
were used at different times in all of the schools and COlleges being 
studied. Each instt tutton was vi si ted regularly (at least once every 
three months) for up to a day at a time. This provided the researcher 
with the opportunity to talk informally with teachers and students, to 
observe lessons in progress, to attend meetings, to interview staff and 
to discuss immediate impressions with the headteachers and TVEI co-
ordinators. The findings were written up in the form of interim reports 
which were then discussed with all interested parties. Any obvious 
inaccuracies were corrected at this stage. The evaluation reports were 
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also discussed with TVEI personnel in each LEA, including the project 
co-ordinator and the heads and principals of the institutions involved. 
The Data collection. 
Ribbins (1986> has considered that data collection can take two forms 
in an Interpretive style of research - observation and interrogation. 
Observation is a systematic process of data collection in which the 
researchers watch and listen to the things those who are subject to 
their research say and do, whilst, 
Interrogation, on the other hand, is a systematic process of data 
collection in which the researchers talk to those who are the 
subject of their research about the things they think, say and do. 
In this research the data was collected by a combination of these two 
strategies since it appeared necessary not only to observe the effects 
that TVEI funding was having on the institutions, but also to determine 
the atU tudes of the partiCipants to the changes that were taking 
place. The foIl owi ng maj or sources of research data were obtai ned 
during the two-year field-work period: 
two semi-structured interviews with each of the headteachers and 
principals of the 13 schools and colleges involved; 
an attitudinal questionnaire about TVEI completed by each of the 
headteachers and principalsj 
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three semi-structured interviews with each institution co-
ordinator: 
a role-clarification questionnaire completed by each institution 
co-ordinator; 
a two week activity diary completed by each institution co-
ordinator; 
41 semi-structured interviews with individual teaching staff in 
all of the schools and colleges, covering a range of curriculum 
and pastoral areas; 
semi-structured interviews with the TYEl careers officers in 
Powys and Warwickshire; 
twel ve group interview sessions with pupils from Years 10, 11, 
12 and 13 in each of the TYEl schools in Powys and Warwickshire; 
four group interview sessions with students in the FE COlleges 
in Powys and Warwickshire: 
two attitudinal questionnaires from sixth form pupils in one of 
the Coventry schools; 
observation of 52 lessons in progress: involving students in 
different year groups in all the schools and colleges, in a 
range of curriculum areas; 
visits to ten pupils on work experience in Powys and 
Warwickshire, and semi-structured interviews with the employers 
involved: 
two semi-structured interviews with each of the Project Co-
ordinators. 
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Reference has already been made to the necessity for ensuring that the 
data collection processes were both rigorous and methodical; in 
addition, it was necessary for the data itself to be both reliable and 
valid. 
2.4 RELIABILITY AID VALIDITY OF DATA. 
The research was designed to ensure the reliabl1i ty of the material 
which was collected. McCormick and James (1988) consider that it is 
essential for another researcher, or the same researcher on another 
occasion, to be able to replicate the original piece of research and to 
achieve comparable evidence or results. One of the maj or difficulties 
when obtaining material through the ethnographic approach is that 
reliability can be questionable, since it is based, to some extent, on 
a combination of hunches and the interpretations of ind1 vidual and 
group perceptions of reality. The research methods were designed to 
overcome the possible inadequacy of the instruments used, by comparing 
and contrasting different perceptions of the same phenomenon, and by 
collecting as many accounts as possible. This approach is often 
referred to as • Triangulation' <Patton 1980) and, as a method, it 
allows a sharing of the same perceptions by the researcher and those 
involved in the research, and permits further dialogue to take place 
over any apparent discrepancies which might be uncovered. 
Another major concern about any research methodology is how valid the 
information is. McCormick and James (1988) consider that researchers 
need to demonstrate that the observations that they actually record and 
analyse, match what they purport to be recording and analysing. This 
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particular issue is complicated in the ethnographic approach because, 
although the stated perceptions of individuals will be valid for them 
(unless they are deliberately trying to deceive the researcher, or to 
provide information that they believe he wants to receive), their 
individual interpretation of reality might not be appropriate for 
others. Individuals' perceptions of real1 ty can be conditioned, for 
instance, by: 
how much information they really have, compared with how much of 
it is mere hear-say, or is affected by inadequate collection or 
recall: 
how much their reality is influenced by their particular 
attitudes to the information; 
how far their previous perceptions affect their new perceptions. 
Ribbins et a1 (1981) have argued that all teachers have their own 
peculiar perceptions about what is going on around them and that there 
are as many interpretations of real1 ty as there are teachers. They 
consider that any attempt to categorise these perspectives, even if 
they are grounded in the 'accounts' which teachers themselves offer, 
can damage considerably the subtlety and uniqueness of each teacher's 
understanding of his world. This phenomenological position is a 
difficult one for the researcher in the social sciences to deal with. 
In this research the problem was minimised by obtaining data from a 
wide range of sources, and then comparing and contrasting this data in 
order to reach a common understanding with as many people as possible. 
Whilst it was impossible to be certain that reality had actually been 
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described, it was at least feasible to attain a shared interpretation, 
and a commonly recognised vision, of that reality. This strategy also 
had the effect of increasing the reliability of the results because the 
data was collected form a range of informed sources. 
Perceptions of events were also tested by producing interim evaluation 
reports. These were discussed with the participants, both to compare 
the views expressed in the reports with those of others, and to provide 
a base-line from which to carry out the next stage of the research. 
Xuch of the reporting back had, however, to be limited to headteachers 
and co-ordinators, due to the time limitations enforced upon this work. 
This might have led to the senior managers having shared views but not 
necessarily the class teachers. There was also the very real 
possibili ty that the report 1 tself might have had an effect on the 
si tuation which had previously existed, by bringing about a shift in 
that position. This factor, often referred to as the I Reflexivity 
Element', is one which is very difficult to either control or quantify, 
since it depends on how far the Change agents in the LEAs and 
institutions want (or are able) to make use of this sort of commentary 
to bring about change. However. considerable value was gained from 
using format! ve evaluation reports within this research, in order to 
develop an understanding of the situations which were developing, and 
to obtain an increased empathy with the LEAs and their inst! tutions. 
This could be seen as positively off-setting any other effects that the 
reports might have had on previously held positions. 
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A particular problem, when trying to ensure validity in the evaluation 
of TVEI, was that because the projects were generally under-funded for 
the purposes of evaluation, they did not provide the evaluator with 
sufficient resources to spend adequate time within each project. About 
four days a year were spent in each institution, with up to a further 
ten days being spent wi thin each LEA, attending meetings, observing 
curriculum and staff development groups, talking with the project co-
ordinators and other officers. This did not allow the researcher time 
to get sufficiently involved in the work of the projects; double the 
amount of time spent in the institutions would probably have been more 
appropriate. Harland (1985) has recognised this as a COJDlDOn problem 
with 'categorically funded' projects. In addition, the expectations of 
LEAs, schools and teachers about evaluation can be difficult to meet in 
practice. This view is shared by Hutchinson et al (1988), who have 
argued that the problem of validity, in such cases, might be overcome 
by the use of one, or more, of four possible strategies: 
(1) The employment of triangulation procedures - ie the cross-
referencing of different participants' perceptions (See for 
instance Patton 1980, and Jick 1983). 
(ii) Cross-referencing data from as many sources as pOSSible, eg 
from observation, interviews and questionnaires. 
(111) The use of focussing in order to concentrate available 
resources on a limited number of issues which are clearly 
defined in the researcher's mind. 
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(iv) The need to generate 'grounded theory' • (Glaser and Strauss 
1967), in order to produce a researcher's perception of the 
work being evaluated, which can then be compared with the 
perceptions of the participants. 
These various approaches were employed at different times during this 
research, and became integral to its development. 
Another factor affecting the production of valid data was that, since 
TVEI was a pilot scheme, there were some staff in each project who had 
gained such a degree of ownership of the scheme, that they were not 
necessarily willing to admit the problems or failures in their work. 
These were the 'zealots of TVEI'. As a resu It. there was a need 
carefully to consider sensitivities when reporting findings, while not 
allowing the research to be misinterpreted in any way, since the 
researcher's future access to participants might have been affected. 
As a corollary to this situation, there were also some teachers who 
were possibly over cautious about attaching any value or success to the 
work that they were carrying out, and here the research findings proved 
to be supportive in enhancing their self-esteem . 
• Grounded Theory has been defined as an attempt to form an on-going 
hypothesis, as a result of the data which has been collected, which can 
then allow further data to be set against this particular level of 
conceptualisation in order to test its accuracy and validity. 
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In some schools, TVEI was seen as advantaging only some aspects of the 
work of the school, and staff not involved could sometimes be found 
demonstrating a degree of antipathy to TVEr that was based to a large 
extent on their resentment to being excluded. Their resulting 
perceptions were coloured by bias which was not necessarily 
representative of the actual state of affairs within the project as a 
whole. 
All of these issues, which are common problems within the ethnographic 
method, were carefully monitored throughout the research, and were 
overcome, as far as possible, by obtaining a broad picture of events 
through the eyes of as many participants and non-participants as 
possible, and by triangulating the results of the research data in 
order to produce a commonly shared vers10n of what was happening. 
2.5 THE AUDIEICB FOR THE EVALUATIOI, AID ITS EFFECTS OI THE RESEARCH. 
The nature of the audience for evaluation reports was an important 
issue in the context of this particular research. The ownership of 
local TVEI evaluation reports lay with the evaluator and the Local 
Authori ty concerned. However, since the local evaluation had, in a 
sense, been commissioned by the MSC through the funding that was made 
available to projects for this purpose, there was an expectation that 
local evaluation reports would be forwarded to the TVEr Unit, both to 
enhance the Unit's knowledge of a project, and to add to the sum of the 
evaluat10n material available nationally. However, the fact that any 
evaluation report on TVEI could have the MSC as part of its potential 
audience was, on occasions, a factor which prevented some partiCipants 
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from responding fully to the researcher's questions. Despite the MSC 
having stated its intention to :maintain the confidentiality of the 
reports received, there was some concern among LEA officers about the 
possible effect that local evaluation reports might have on the further 
development of TVEI schemes locally. 
There was also an uneasy relationship between project co-ordinators and 
institutions and the audiences for whom the reports were written. TVEI 
projects were often in a position of some isolation from the elected 
members of the LEAs, who, although represented on Project Steering 
Committees, were not necessarily closely involved with the actual 
events taking place. It was often the case that those working closely 
with TVEI in the LEAs saw their immediate paymasters in their LEAs as a 
more important audience to satisfy than the more distant XSC. Certainly 
it was possible, on a number of occasions, to note that LEA 
representatives, andlor headteachers and principals, expressed some 
concern about the possible reactions of elected members and senior LEA 
officers to the content of evaluation reports, and were perhaps 
somewhat guarded, as a result, in the responses that they were willing 
to make. 
2.6 THE DEVELOPIEIT OF CASE STUDIES. 
The nature of the ethnographic method, which was used in this research, 
meant that much of the information that was gathered was only valid and 
reliable for particular cases. In this sense the research carried out 
was Idiographic <peculiar to the one case) rather than lomothetic 
<general1sable to other cases). In some respects it is possible to 
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consider the work carried out as constituting a series of case studies. 
Nisbet and Watt (1982) have considered case studies as systematic 
investigations of specific instances, and in this research the specific 
instances which were considered included case studies of LEAs, 
institutions, and identified issues. 
Whilst these studies provided valuable insights into each particular 
case, it was not usually possible to generalise the conclusions which 
were drawn from each individual study. This research was concerned, 
therefore, with trying to compare and contrast the case studies in an 
attempt to highlight the differences and similarities which existed. 
It is on the analysis of these differences and similarities that the 
conclusions in Chapters 8 and 9 are based. It is important to note, 
however, that these conclusions themselves are not then generalisable, 
although they could stand as a basis for comparisons with future 
studies. 
Since TVEI was a locally managed initiative, it was not possible to 
compare the developments taking place in different LEAs in any valid 
sense. In some cases the developments were actually peculiar to single 
institutions. Hence it was not possible to establish the degree of 
change with any degree of certainty. The research relied heavily upon 
the opportunities which arose to cross-reference issues which were 
observed, in formal and informal situations, and at local and national 
levels. 
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It will be clear from what has already been discussed in this Chapter 
that the evaluation of rVEI placed constraints upon the way in which a 
researcher operated. This has been recognised by evaluators of other 
rVEI projects, and the design of this research was influenced by Wragg 
(1984) who recommended that: 
(1) the evaluation needs to involve extensive discussion with a 
wide range of participants in TVEI: pupils, teachers, 
administrators and others concerned with the scheme, thus 
also 1ncluding self-evaluat1on; 
(ii) it should have an influence on practice, but there should be 
enough distance between evaluator and participants to avoid 
accusation of collusion; 
(iii> though rigorous experimental designs are not practicable, 
this rules out neither systematic testing and observation 
nor the judicious use of quantitative methodsj 
<1v) frui tful use could be made of classroom observation, 
interviews, and attitude questionnaires; 
(v) there is equally a strong case for ethnographiC, that is 
more qualitative, illuminative and interpretive approaches, 
and this would involve careful record keeping both by 
partiCipants and evaluators. 
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The fieldwork carried out in the three projects, which has been 
described in this Chapter, and which was influenced by these 
indicators, produced a considerable amount of data. In the remainder 
of this thesis the outcomes of this research will be considered 
alongside the views of the many observers of, and participants in, 
TVEI. An attempt will be made to create a composite picture of the 
Initiative as it developed, and of the local and national contexts in 
which it operated. The ways in which the Technical and Vocational 
Education Ini tiati ve attempted to encourage change at the local and 
national levels will then be analysed. 
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CHAPTER 3. MSC. TVEI AID EDUCATIONAL CHANGE. 
3.1 TVEI - A lEY APPROACH TO IAIAGIIG EDUCATIOIAL CHAIGE II BRITAI •. 
The introduction of the Technical and Vocational Education Initiative 
has been well documented (see for instance: Barnes 1987, Barnes et al 
1987, DES 1985, Evans 1988, Fowler 1985, Gleeson 1987, Harland 1986, 
Haxby 1983, HKI 1991, McDonagh 1984, liFER 1987, Pyart 1985. Wallace 
1986, Woolhouse 1984, 1986). TVEI was not a specific course of stUdy 
or even a curriculum development project in the narrow sense OtSc 
1983). It was, for example, fundamentally different from the liuffield 
Science schemes introduced in the early 1970s, which were intended to 
encourage a new approach to science teaching in schools. Although the 
Nuffield projects provided LEAs with funding to bring about change in 
teaching and learning styles, this was unsupported by any contractual 
obligations to actually bring about change, and the projects were 
poorly supported in terms of management structures and local change 
agents. 
Fundamentally, TVEI was no more than a set of aims intended to enhance 
vocational education and training. Responsibility for the actual 
interpretation and fulfilment of these aims was given to the Local 
Authorities involved with the Initiative. Since TVEI was not a scheme 
supported by legislation, entry by LEAs to the Initiative was on a 
vOluntary basiS, although the attraction of the funding clearly 
affected the real freedom available to the individual Authorities to 
decide this matter. Tensions arose in those LEAs which wanted their 
schools to b1d to become involved in TVEI when the schools did not wish 
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to. Where LEAs dictated this matter, the eventual ownership of the 
lnitiati ve by the schools was 11m1 ted (Hodge 1987b)' In other cases, 
schools decided to bid for TVEI without the full support of their LEA. 
Where schools operated in this way, the overall success of the scheme, 
at an Authority level. was sometimes reduced (Xerson and Bell 1987). 
Figure 3.1 provides a diagrammatic representation of some of the key 
actions wi thin TVEI projects. The origins of the scheme lay in 
political intentions to provide an educational diet for young people, 
which: 
- was more closely allied to their needs, 
- generated greater adaptability, 
- had a vocational slant, 
- provided access to new technology. 
Control over TVEI was given to the Department of Employment and was 
operated through the MaC. This was an unusual decision, since it might 
have been antiCipated that the DES was the more obvious agency. 
Although the rationale behind this decision is not entirely clear, it 
will be assessed in the next section. LEAs were invited to submit 
schemes which had been designed to implement TVEI in their own area, 
and which were expected to fulfil the needs of their institutions. 
Submissions had to be in line with the aims of the Initiative, and were 
expected to meet the basic criteria (XSC 1983). In this sense, 
therefore, TVEI was coercive and intended to force change. It was 
concerned with generating action rather than debate. The mode of 
operation of TVEI was primarily executive rather than legislative or 
advisory <Dale 1985). 
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The submissions from LEAs were considered by the MSC's TVEI Unit, both 
for consonance with the aims of TVEI and for the quality of the 
intended provision. This vetting process was particularly important in 
the early years of the scheme, since entry to the Ini tiati ve was 
heavily oversubscribed, and acceptance was, therefore, on a competitive 
basis. The popularity of the scheme with LEAs seemed to have more to 
do with the available funding than with any perceived educational 
benefits. When a particular scheme had been accepted by the MSC a 
contract was drawn up between the TVEI Unit and the LEA concerned, 
which then bound the LEA to making every effort to deliver its 
proposals in return for the funding provided by the MSC. In addition, 
the LEA agreed to have its project monitored and evaluated, and to 
allow access by XSC staff to officers of the LEA, and to the schools 
and colleges involved. 
The funding which was provided by the XSC could be used in a number of 
ways, for instance: 
to provide extra staff, 
to adapt existing bUildings or to build new accommodation, 
to purchase eqUipment. 
Although the funding was used in different ways, many projects began by 
prOViding quality resources and accommodation for selected departments 
in a number of pilot schools. This feature tended, however, to 
alienate a large number of teachers in departments or schools not 
directly involved with the scheme. Although many of the details 
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relating to the allocation of the resources would have already been 
agreed between the LEA and the KSC at the submission stage, the LEA had 
some control over the detail of this expenditure. The LEA was still 
accountable to the MEC for the way in which the money was spent. This 
was a particularly important feature during the early part of the 
scheme. The MEC had its own auditors who supervised bUdgetary matters, 
and these were supported by Regional TVEl Advisers whose role was to 
enquire into all the ways in which schemes developed. As a result, 
TVEI was different from previous developments in that the pattern, 
process and pace of the Change involved represented an obvious and 
deliberate break with the essentially incremental or apparently 
haphazard patterns which had previously typified educational change 
<Dale 1985). 
The sole purpose of the funding provided for TVEI seemed to be to 
encourage change in curriculum, pedagogy and organisation at both 
institution and LEA levels. This encouragement to innovate was 
intended to improve the quality of education being provided in the 
schools and colleges in ways that would satisfy the aim of the 
Initiative. In this sense, therefore, TVEI represented a critique of 
the educational provision in schools in England and Wales at the time, 
a1 though it became apparent that TVEI seemed less concerned with the 
actual content of the changes occurring, than with breaking the 
inertia to change which existed within the system itself. 
The considerable funding available to LEAs through TVEI encouraged a 
high degree of compliance with the criteria laid down for submissions. 
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There is a tendency in heavily funded innovations for take-up to be 
based on a desire for extra resources rather than on a perceived need 
for change (Fiddy and Stronach 1987). In the case of the three 
projects being considered in this research, the funding did attract the 
LEAs to submit proposals for entry to TVEI. However, the actual 
ownership of the submissions by the LEAs was unclear, and their 
intention to meet the aims of the Initiative was uncertain (Chapter 8). 
In two of the LEAs, the Initiative was adopted for the money that was 
available and for the possible future benefits that might accrue. The 
other LEA used the money to meet the needs of its individual schools 
rather than to specifically satisfy the aims of the Initiative. 
Jackson (1990) has argued that the tactic, introduced by David Young 
(the then Chairman of the KSC), of springing TVEI on Local Authorities 
and then using the inducement of extra money to overcome their outraged 
pride and constitutional reservations, was justified by Young in terms 
of the eventual success of the programme. However, Jackson paints out 
that Young ignored the extent to which the educators, to whom he had to 
hand over the shaping of the programme, turned it into something 
totally different from the concept he had tried to force on the system 
in the first place. This issue will be a major aspect of the 
discussion in the remainder of this thesis. An analysis of the extent 
to which the Initiative did appear to change hands, in the way 
described by Jackson, will be undertaken in Chapter 9. 
TVEI represented a well funded and well supported mechanism for 
engineering change both in LEAs and in institutions. The scheme was 
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assisted by Regional Advisers. who offered professional support. and by 
Area Managers. who provided administrative support. It was underpinned 
by wide-ranging monitoring and evaluation systems. and had the 
availability of appropriate INSET opportunities for teachers (t). 
However. the project had been introduced rapidly. with no consultation 
with the LEAs, and the LEAs were not allowed to negotiate the schemes 
that they eventually submitted. 
3.2 CHAIGE AID IDOVATIOlI: A COllTRAST OF STYLES. 
To understand the impact of TVEI on schools, it is important to examine 
why its introduction into schools in England and Wales should be 
managed by the XSC rather than by the more usual agency, the DES. This 
is not an easy issue to address since no defini t1 ve reason has been 
advanced by either body, and hence there must be some reliance on 
conjecture. TVEI was introduced at a time when there was considerable 
debate about the the ability of the educational system in England and 
Vales to meet the industrial and economic needs of the Country (Bell 
1987, Dale 1985). McCulloch <1987> has argued that the DES, and the 
educational system more generally, could be held to have failed to 
provide solutions to deep-rooted educational and social problems. 
• The XSC injected extra money into this particular aspect of the 
education service for a limited period from 1985, in the form of a TVEI 
Related In-service Training grant (TRIST), which was intended to meet 
deficiencies observed in staff development provision in the Local 
Authori ties. 
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As a result, an assumption may have been made by some politicians that 
the sort of changes envisaged in TVEI would not readily have been 
accomplished through the DES. In addition the emphasis that TVEl gave 
to industry links might have suggested that it would be better managed 
by an organisation more closely linked with the world of work. Since 
TVEl was concerned with affecting the nature of the curriculum, in ways 
which would enhance the industrial dimension, the introduction of the 
ESC might have been seen as a way of eroding the existing, DES approved 
curriculum balance. 
The educational system in England and Wales had traditionally relied 
upon a partnership between Central and Local Government. Harland 
(1987) argues that although much has been written about this 
relationship, the relative powers of each partner in it defy any 
accurate description. Certainly it had not been an easy partnership, 
since the nature of the power base had never been clearly articulated. 
While the DES had represented the views of the Government of the day 
and had attempted to bring about changes in educational thought and 
practice, the final decisions about change had to a great extent rested 
with the LEAs, and often with the institutions themselves. In order to 
encourage change within the system, the DES traditionally relied upon 
three main methods of bringing this about: 
(i) Legislation. 
(ii) Persuasion and Suggestion. 
(iii) Specific Grant Funding. 
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The principal style used by the DES to introduce changes into the LEAs, 
prior to the introduction of TVEl in 1983, was based more on influence 
than control. The use of persuasion was more obvious than legislation. 
Educational legislation had not been used to manage the curriculum in 
schools (with the exception of the framework laid down in the 1944 
Education Act), and while specific education grants had been introduced 
in the 1960s, these had not been used to influence classroom practice, 
and had been discontinued in the 1970s. While the DES exercised 
control over administrative arrangements and organisational issues such 
as building regulations amd teacher qualifications, it played little 
part in curriculum matters. HXl had tended to preserve their 
independence from the Department and had also operated more through 
influence than coercion. 
As a process for encouraging change within the educational system, the 
DES style was very ineffective. It has to be seen as a reflection of 
the attitudes of a succession of Ministers and Secretaries of State for 
Education who allowed this situation to continue, and who in some cases 
deli berate1y encouraged it. Ministers undoubtedly had the powers to 
effect change in a more direct form, but these were not generally 
utilised. In part this reflected the strength of the 'system' 
(Broadfoot 1986). It also highlighted the relatively low level of 
importance attached to education by successive governments in the past, 
both in terms of the priorities that were given to Parliamentary time, 
and also to the short terms of office allowed to many of the 
incumbents of ministerial posts 1n the DES. It is interesting, in the 
context of this research, to note the increased attention which has 
- 62-
been given to education by successive governments since 1979, and the 
higher status which recent Secretaries of State (such as Sir Keith 
Joseph, Kenneth Baker and Kenneth Clarke) appear to have enjoyed. 
These factors have been influential in creating the climate in which 
TVEI has operated. 
The apparent inability or unwillingness of the DES to change education 
in a direct way might have been a result of the inertia in the 
educational system. It was certainly influential in fostering the 
continuation of such inertia. Sikes and Taylor (1987), for instance, 
have argued that in the past, attempts at large scale educational 
innovation were unsuccessful in realizing their objectives, because 
they encountered 'tradition', inertia and a lack of commitment on the 
part of those not intimately involved. Where the DES had attempted to 
introduce changes into the educational system, these had met with 
varying degrees of success. For instance, Gleeson (1987) has compared 
the introduction of the Certificate of Pre-Vocational Education (CPVE) 
by the DES with the introduction of TVEI by the XSC. He concluded that 
whereas the MEC was successful in bringing about changes rapidly, the 
DES was not. He has also made the point that it was not the funding 
available to TVEI which made the difference, since CPVE was also a well 
funded initiative. Rather it was the lack of control over institutions 
by the DES which led to the significant differences in uptake between 
the two schemes. It is now possible, in terms of CPVE (which had 
considerable similarities of purpose to TVEI), to observe that the 
scheme has not been successful in obtaining the long-term acceptance of 
the LEAs and institutions, and its future status is seriously in doubt. 
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The ability of the DES to monitor and control developments in education 
has been limited, and it is important to compare the model of central 
management used by the DES, wi th that of the MSC which has been 
described earlier in this Chapter. As has been argued, the MSC 
produced a management strategy for TVEI which involved a specific grant 
being given to an LEA if, and only if, the LEA applied for the grant. 
The uses to which this grant could be put were then subject to 
contractual accountability, and the whole process was closely monitored 
by MSC personnel (Officers and Regional TVEI Advisers), and evaluated 
on a local and national scale. 
The DES approach to managing Change largely emphasised persuasion and 
rational argument. It pre-supposed a genuine will to innovate at the 
inst! tutional level. Where legislation was undertaken to introduce 
specific Government policies, the actual effect at the inst! tutional 
level was highly dependent upon the att! tudes shown by the 
practitioners involved. Even where changes did result, it took a long 
time to happen. The DES tended to rely, therefore, on the rationality 
of the teachers in the institutions, and deliberately set out to 
disseminate 'good practice' and to influence the professional responses 
of the pracU Uoners. The DES also tended to act through the LEAs 
rather than dealing directly with specific 1nsti tutions. Hence there 
was the possibility that any changes occurring could be amended as a 
resul t of the intervention of an LEA. Some of the more recent 
legislation has sought to change th1s situation. There 1s now much 
more direct contact between the DES and schools; schools have been 
given more autonomy and independence from their LEAs; and contractually 
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arranged funding systems hav~ become increasingly common. In part, a 
number of these changes can be related to the success of the management 
style adopted by the XSC. When TVEI was introduced, the XSC seemed to 
assume that schools and COlleges were largely conservative 
organisations that tended to maintain the status quo as far as 
possible, and which preferred stability to innovation. As a result, 
the MSC adopted a model which pressurised LEAs into making rapid 
changes, and which provided their agents (co-ordinators and Regional 
Advisers) with the power to direct change wherever they considered this 
to be necessary. Lea (1984) has commented that the MSC provided the 
impulse as well as the resources to escape from the vacuum generated by 
the strong vested interests which had preserved an abstract curriculum 
model in the face of the limited executive powers available to the DES 
and HKI. 
The differences between the management styles of the two organisations 
do not, however, fully explain why the Government decided to give the 
MSC the brief of introducing TVEI, rather than strengthening the 
posi tion of the DES through legislation as happened later with the 
introduction of the lational Curriculum. Any discussion of the roles 
of the DES and the MSC could actually be pointless, for there might 
have been no real conflict between the DES and the MSC over the issue 
of TVEI. Chitty (1986) has argued that the DES were happy for the MSC 
to take over those pupils not suited to an academic education and for 
them to take charge of all vocational education. However, the problem 
now seems to be that TVEI has become much more than a mere vocational 
ini ttat1 ve, for it has substantially influenced the curriculum and 
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organisation of every secondary school and college of Further 
Education, and the management approach used by many LEAs (HXI 1991). 
3.3 DllElSIOIS OF CHAJGE. 
Educational change is a complex issue. It can occur at different 
rates, affect different parts of the system and produce varying 
outcomes. The amount of literature on this subject is extensive, for 
instance Havelock (1969) identified over 4000 studies. Bolam (1975) 
has produced a framework for educational innovation, based on an 
analysis of the existing literature, which was intended to make the 
understanding of the change process more manageable. Al though he 
recognises this framework is over-simplified, it will none-the-less 
provide a useful basis to a theoretical consideration of change within 
TVEI. Bolam argues that in any innovation four major features can be 
di sti ngu ished; 
(i) The Change agent who recommends (ii) The Innovation to (iii) The 
User, over a period of (iv) Time. 
Bolam considered these features as systems which interact with one 
another during the change process. 
(i) The Change agent system. 
The change agent might be a teacher, a head, an adviser or a 
consultant from either inside or outside the partIcular User system 
(eg school or college) which is adopting the change. Bolam 
considers that the most fundamental characteristic of change agents, 
as far as an innovation is concerned, is their authority 
relationship with the User system. This author1 ty may be linked, 
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for instance, to administrative status, professional colleagueship, 
or external consultancy, but in each case the ability of the change 
agent to encourage/enforce innovation will be dependent upon the 
nature of this relationship. The categories of change agents 
operating in TVEl, and the strategies that they employed, varied 
considerably and will be considered in detail in the next Chapter. 
(11) The Innovation system. 
Bolam defines innovation as that aspect of change which is a 
deliberate and intentional process, to distinguish it from the 
accidental shifts or trends which occur in a more ad hoc fashion 
within organisations. The nature of the intended innovation is 
clearly an essential feature in the adoption process, since this 
will largely define the reaction of the User system to it. Hull et 
al (1973) have defined innovations as occurring in three main forms: 
information documentsj training materialsj installable systems. 
Bolam recognises that many innovations actually come in the form of 
untested and vaguely formulated ideas, and as a result innovation is 
not a clear cut and well defined process. Dal1n (1973) and Hoyle 
(1970) have commented that innovations will usually target certain 
specific aspects of the user system (eg curriculum, role 
relationships, administration), rather than be more generalised. 
However, in relation to TVEI, it has already been demonstrated that 
the innovation was, in fact, complex and multifaceted, and although, 
in part, TVEI was based on a clear set of aims and criteria, aspects 
of the scheme were only vaguely formulated. The Ini tiati ve was 
broadly focussed on producing new strategies for technical and 
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vocational education and on changing attitudes to teaching and 
learning. 
(iii) The User System. 
The User system 1s that part of the educational service which is 
being targeted by the change agent. The User system may be an 
individual teacher, a school, an LEA, or the national education 
system. Bolam argues that, 1n the past, too much attention was 
given to trying to convince individuals of thefr need to change. He 
contends that since individuals are rarely free to choose whether or 
not to adopt change, because they are too constrained by their need 
for support from colleagues, parents and politicians, change 
strategies should be aimed more at groups of people such as a whole-
school departments. However, although TVEI was an initiative 
largely aimed at affecting change on a whole-institutional level 
<through the mediation of the LEAs), the need to convince individual 
teachers of the benefits of the changes, appeared none-the-Iess 
fundamental to the adoption of the Initiative. This will be 
considered in detail in a later part of this Chapter. 
(iv) The Time Dimension. 
Gross and Bernstein (1971) consider that innovation is a dynamic 
social process which takes place over time, during which 
modifications to the original innovation will be made as a result of 
the social process itself. Fullan (1972) suggests that the User 
system can indeed be usefully treated as a social system during any 
analysis of change, since innovation will be dependent on the way in 
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which participants interact with one another and are willing to 
share and use each others developments. Hull et al (1973) have 
analysed three stages in the innovation process over time: 
(1) The Antecedent Stage (before); in which the Change agent 
system, the Innovation system and the User system exist 
separately, although each may already have a relationship 
with one other. The nature of any pre-existing relationship 
could, however, have a vital effect on the later innovation 
process. 
(11) The Interactive Stage (during); in which the three systems 
are actually interacting with each other. During this stage 
the strategies used by the change agent will be critical, as 
will the reactions that are made by the User system to both 
the strategies employed and the innovation itself. 
(111) The Consequent Stage (after); in which the three systems 
become separate again. Here it is quite likely that the User 
system will appear changed as a result of the interaction 
with the innovation and the change agent, although by how 
much and in what ways are moot pOints. The change agents 
may also have altered their approaches, and possibly their 
attitudes to the innovation, as a result of the interaction; 
the innovation too could have become modified as a result of 
having gone through the implementation process. 
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Because this research was carried out during the life-time of the TVEI 
projects. it was difficult to obtain a totally accurate picture of the 
'Antecedent Stage'; this information had to be obtained from secondary 
sources rather than through direct observation. Similarly, since the 
Initiative was on-going during the period when this research was being 
conducted, it was not possible for the 'Consequent Stage' to be 
properly observed. Although some innovations began and ended during 
the life-time of the project, because these were all broadly happening 
under the aegis of TVEI, they could still be interpreted as part of the 
'Interactive Stage', since the Innovation system, the User system and 
the Change agent system frequently remained the same. It was, however, 
possible to observe the trends taking place during the lifetime of the 
three projects, which allowed an increased understanding of the 
processes of innovation with time to be gained. 
It is widely recognised that the implementation of innovation is often 
slow. Mort (1964), for instance, argued that there could be a fifty-
year time-lag between a need being identified and the appearance of an 
innovation to meet that need, and a further fifteen years before the 
innovation was adopted by just three per cent of schools. In the case 
of TVEI, the speed of introduction was very much greater, and the time 
dimension of this particular project was very different from 
innovations of the past (eg the Raising of the School Leaving Age, the 
introduction of comprehensive education, the development of the 
Certificate of Secondary Education). The reasons for this were largely 
a result of the management approaches used by the MEC. 
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Bolam (1975) considered that the framework that he produced to assist 
wi th an understanding of change processes generates four questions 
about the Change agent system, the Innovation system and the User 
system: 
(1) 
(11 ) 
(111) 
What are the significant characteristics with respect to any 
particular innovation process? 
What were they like before the process began? 
What happened when they interacted with each other during 
the process? 
(iv) What were they like at the end of the process? 
This research has set out to consider the first three of these 
questions with specific regard to the TVEI projects in Coventry, Powys 
and Warwickshire. The fourth question can only be attempted in part, 
since the projects were stUI running after the field-work had been 
completed. 
A similar definition of the innovation process, to that provided by 
Bolam, has been given by Katz, Levin and Hamil ton (1963); they have 
stated that innovation 1s the: 
(1) acceptance, (11) over time, (Ut> of some specific idea, <1v) by 
individuals, groups or other adopting units, linked by (v) specifc 
channels of communication, (vi> to a social structure, and (vii> to 
a given system of values or culture. 
In this case the change agent i6 the specific channel of communication; 
the innovation is the specific idea; the users are the individuals, 
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groups or other adopting units, which are linked to a social structure 
and to a gi ven system of val ues or cu 1 t ure j the whol e process of 
acceptance of the innovation then takes place over time. There appear, 
therefore, to be a number of essential elements interacting in the 
change process. In the next part of this Chapter consideration will be 
given to these various elements and the ways in which they were found 
to have an influence on the successful uptake of TVEI. Hoyle (1976>, 
Hull et al (1973), Bernstein (1971) and Rogers and Shoemaker (1971) 
have identified a number of dimensions of change which allow the 
innovations occurring in any scheme to be considered against a 
theoretical framework. These dimensions are: 
Rate, Scale, Degree, Continuity, Direction, Unit, Planning. 
It has already been argued that TVEI was a fundamentally new approach 
to managing change, and hence the dimensions suggested by these authors 
are insufficient to describe the Initiative fUlly. TVEl presented LEAs 
with the opportunity of engaging in a curriculum development project if 
they accepted the aims and criteria set out by the MEC. They received 
funding for this, but found themselves accountable to the MEC for the 
ways in which the funding was used. TVEl was also a broadly-based 
initiative, and many of the changes taking place were diffuse and often 
unconnected. As a result, other dimensions which need to be considered, 
are: 
Diffusion of change, Pressure for change, Control over change. 
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In addition. the nature of TVEI was different from many of the 
curriculum development movements taking place in the 1970' s. As a 
result many of the change-parameters identified by these authors do not 
equate easily with the identified features of the Initiative. In this 
section. TVEI will be analysed against a range of dimensions which are 
given in Figure 3.2. Each dimension is examined against a set of crude 
indicators which can be seen as benchmarks for each of the dimensions. 
The dimensions need also to be considered against the three control 
centres operating in TVEI: the national perspective (the MSC). the 
district perspective (the LEA) and the local perspective (the 
insti tutions). since the dimensions could have different 
interpretations at each level. It also has to be recognised that the 
dimensions themselves are interactive and do not stand in isolation 
from one another. thus the rate of change could be rapid because the 
pressure for change was high. possibly as a result of a large control 
factor being in operation; however. this does not mean that the degree 
of change would be necessarily fundamental or sustained. The following 
analysis is intended to explore these features in more detail as they 
relate to TVEr. 
(i) Rate of change. 
From the point of view of the LEAs concerned. the rate of change 
occurring in TVEI was very great. The scheme was announced in 1982; in 
September 1983 it started in 14 LEAs. and by 1985 74 LEAs had become 
involved. Every LEA in the Country has now joined the Initiative. In 
some cases, the rate of change generated was ini Ually so great that 
LEAs had to develop contingency plans for dealing with the rapid 
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Figure 3.2. 
DlIEISIOIS OF CHAKGR 
Crude Indicators 
RATE: Rapid • • • • • . Slow 
SCALE: Large • • • . • • Small 
DEGREE: Fundamental . . . Superficial 
CA1IT I IU I TY: Revolutionary Evolutionary 
DIRECTION: Linear. . . . . • Cyclical 
U1IT: Individual. • • • Collective 
PLAIIIIG: Low. • • • . • . High 
DIFFUSIOI: High • • • • • • Low 
PRESSURE: Large • • • • . . Small 
CONTROL: Central •••• District .•.• Local 
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innovation involved, particularly in relation to the ways that it 
affected the management of resources and of institutions. 
The views emanating from some LEAs indicated that the rate of change 
was in fact too great and was causing them many problems. However, 
those LEAs that entered the Initiative did seem to succeed in getting 
their schemes started, and were often successful in bringing about 
changes as anticipated. This position needs to be set against an MEG 
view on the management of innovation, that rapid Change was necessary 
to prevent procrastination by LEAs in setting up their planning 
mechanisms. 
In theory, the rate of Change was also great for the institutions 
involved, because TVEI was a scheme in which they were required to meet 
the criteria laid down by the XSG wi thin 5 years. In practice, the 
rate of change in many institutions was not necessarily that great, 
since it was dependent upon the response shown towards TVEI by that 
institution, eg in many cases the attitudes of staff in institutions 
affected the actual rate of adoption. The variety of approaches used 
within these institutions will be referred to throughout this Chapter, 
because it will be argued that TVEI often had a more direct impact on 
the LEAs involved, than on their institutions, which were, to a large 
extent, distanced from the MEG as a result of the contractual 
obligation for TVEI lying with the LEAs. It is interesting to note 
that some LEAs (eg Warwickshire) decided within the Extension phase of 
TVEI to draw up contracts themselves with their institutions, in order 
to replicate the obligation placed upon them by the HSC. The notion 
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that LEAs present a buffer between central innovation and the 
institutions introducing the changes is reflected in the more recent 
attempts by Government to reduce the executive roles of LEAs enabling 
the DES to deal more directly with schools and COlleges. 
(11) Scale of Change. 
Hull et al (1973) define the scale of change as the magnitude of the 
involvement of individuals, groups and organisations in the innovation, 
eg a single teacher, a department, a school staff, a whole LEA. There 
can be no doubt that the scale of change wi thin TVEI has been very 
large, for it has affected every LEA in England and Vales over the past 
8 years. It can also be argued, however, that while the scale of 
change has been very large at an LEA level, this is not yet the case 
for all the institutions, since only some 5 or 6 institutions in each 
LEA were origina1ly involved, and only some 50-60 pupils per year in 
each of these institutions. rVEI has still only affected a sma1l 
percentage of schools nationa1ly, and a very small number of pupils. 
However, as TVEI Extension becomes available to all pupils, the scale 
of change will grow. 
(111) Degree of Change. 
The concept of 'degree of change', as used by Bernstein (1971), refers 
to whether the nature of the change is superficial or fundamental. It 
is possible to perceive a difference in this' sense, between the 
intentions of the MSC for TVEI and the real1 ty of innovation at the 
institutional level. There can be little doubt that rVEI was seen by 
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many as a way of fundamentally altering some of the practice then 
current in British schools and colleges, by introducing: 
greater curriculum relevance for students, 
a flexibility of approach to teaching and learning, 
industrial and economic awareness for students and staff, 
problem solving opportunities for students, 
active and experiential learning approaches, 
a more uniform gender balance in all curriculum areas. 
(TVEI: Guidelines, MEC 1982b) 
In reality, although some of these issues probably did receive more 
attention in institutions as a result of TVEI, a number of the themes 
were, in fact, ones which had already been well discussed, even if they 
were not already common place. Active and experiential Learning, for 
instance, can be traced back to the Newsom Report of 1963. The themes 
also received considerable attention in a number of FEU publications in 
the late 1970s (eg FEU/SCDC 1979), culminating in the development of 
some of the ideas for Active Tutorial Work issuing from Lancaster 
University (Baldwin and Wells 1980-83), This strand also became 
interwoven with more flexible classroom practices and with an 
increasing use of investigative and proble~solving approaches (Trayers 
1989). Similar arguments can be made about aspects of industrial and 
economic awareness, which were being increasingly delivered through 
work experience, exchange visits and enterprise activities (for 
instance the Young Enterprise scheme), and which were intended to 
provide more relevant opportunities for young people <Hodge 1987a). 
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A paradox within TVEI, however, was that there was a degree of inherent 
ambiguity in the criteria laid down for the scheme. On the one hand, 
they seemed to be encouraging initiative, flexibility of approach and 
problem-solVing skills in pupils. On the other hand, they were 
intended for preparing young people for jobs in industry and commerce 
which could actually be anticipated as requiring very different skills 
and aptitudes. It was frustrating for pupils to find that a need to 
demonstrate the various skills propounded by TVEI was often not 
required for the jobs which they entered. Indeed one of the 
observations made of pupils on work experience (Hodge 1987a) was that 
they were frequently disillusioned by the low expectations placed upon 
them by employers. 
Because these earlier developments predated much of what was happening 
in TVEI, the changes taking place in the institutions were often fairly 
superficial, since little real invention had taken place. It was the 
further development and dissemination of some of these earlier ideas, 
and the provision of the resources for them to be tried out which were 
of more fundamental importance than the novelty of many of the 
innovations themselves. 
In addition, wi thin some insti tuUons, a number of the changes that 
were taking place did not appear likely to be :maintained once the 
Initiative ended. The problem for the real adoption of change in 
institutions, which this represents, will be considered later in this 
Chapter. However, it is perhaps a truism that those aims of TVEI which 
were consonant with the existing aims of the institutions involved were 
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more likely to become permanent than where the acceptance of change was 
only at a superficial level and resulted merely from the intention to 
use the funding available, or from pressures for involvement emanating 
from the LEA. In this sense, TVEI assisted individual schools to meet 
their own aims, rather than meeting the aims of the LEA, unless these 
two were compatible. Where they were not compatible, the aims of the 
school tended to predominate. 
(tv) Continuity of Change. 
The concept of continuity of change, as defined by Hoyle (1976), refers 
to whether the intention was to bring about a revolution in the 
educational structure, or whether it was more concerned with an 
evolution from that which existed already. It has been argued earlier 
that TVEI could be seen as emanating from a combination of factors, 
including: opinions about the lack of relevance of education in the 
1970's, and a concern about Britain's poor economic performance. It is 
not easy to determine whether the intention was to use TVEI to bring 
about a revolution in the educational system, but as a consequence of 
these factors, the intention may well have been revolutionary as far as 
the nature of educational practice in schools in England and Vales was 
concerned. However, since many of the ideas inherent in TVEI pre-dated 
the features which were contained in the Initiative, the overall result 
was for TVEI to be evolutionary, at least as far as many profeSSionals 
were concerned. McCabe (1986) has commented that TVEI was enabling 
many schools to move along paths which they had already started, or had 
wanted to follow. For instance: 
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work experience, education/industry links and pre-vocational 
education were already in existence, even if only on a small 
scale, 
many of the recommendations made in the Newsom Report (1963), 
relating to the education of pupils of average and below 
ability, and in a Basis for Choice (FEU 1979), which referred 
to opportunities for students post-16, had also already begun 
to be implemented in some LEAs and by individual institutions. 
In essence, therefore, TVEI was an evolutionary movement, building on 
those ideas which existed already, but which bad not received 
sufficient support to take them further, and which previously had made 
little impact. Fiddy and Stronach (1987) consider that TVEI became a 
dissemination project for the innovations of the past, and Holt (1987) 
argues that TVEI was able to build on others ideas. None-the-less. 
despi te this evolutionary strand to TVEI, for some LEAs and 
institutions, there can be little doubt that the Initiative did have a 
revolutionary impact upon existing educational structures: in terms of 
management, pedagogy, and their responses to innovation. These will be 
examined further in Chapters 6 and 7. 
(v) Direction ot Change. 
This aspect of change. as considered by Hoyle, is related to the 
intentions of the initiator with regard to sustaining the Change that 
was being brought about. TVEI began as a five year pilot scheme for a 
limited number of LEAs and institutions, but almost as soon as it had 
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started, it was decided by the Government that the opportunity should 
be extended to more LEAs. After a further two years it was announced 
that it would be extended to all LEAs, and to all institutions for 
another five year period after the pilot phase had ended at a cost at 
that time of £900 million. There can be little doubt, therefore, about 
the intention of the XSC to create sustained change in line with the 
criteria of TVEI. The strategies used to implement the Initiative were 
designed with this in mind. 
It could also be argued, that the financial input made by the MEC into 
TVEI was too great to allow the money to be frittered away on a limited 
change programme. It was apparent that the XSC were concerned about 
the capability of LEAs and institutions to maintain the aims of TVEI 
when the funding ended. Much of their effort became directed, 
therefore, towards attempting to insti tutionalise the changes rather 
than allowing them to remain as additional features which were likely 
to disappear at the same time as the funding. The nature of the 
institutionalisation process will be considered later in this Chapter. 
Bolam (1975) has referred to the importance of the adaptability of 
change. He argues that whilst developers deplore having their 
innovations altered, the degree of adaptability is an important feature 
for User systems. When TVEI began, although there was little obvious 
intent on the part of the XSC to allow the criteria for the scheme to 
be altered, there was a willingness to support a variety of 
implementation styles. Al though the MSC appeared to have an 
understanding of where the scheme was intended to be heading, they had 
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some uncertainty as to how to get there. Gradually, however, schemes 
did generate greater adaptability, and innovations were moulded more to 
the needs of the users. 
(vi) Unit of Change. 
One of the main criteria of TVEI, was that developments should be based 
on collaborative ventures. This was one of the clear messages that was 
constantly given to LEAs by the XSC during the lifetime of TVEI. The 
MSC undoubtedly valued the outcomes of shared development for: 
the support that this gave to the participants, 
the opportunities that arose for dissemination of the outcomes, 
the cost-effectiveness which the sharing could achieve. 
It is now apparent that the failure of some TVEI Extension submissions 
was due to a lack of actual and/or planned collaborative development 
within the LEA concerned. The collaborating units envisaged by the XSC 
at the LEA level involved both schools and colleges, so that 
development could take place across the whole 14-18 continuum rather 
than merely being divided pre-16 and post-16. 
Collaboration was seen by the XSC as a mechanism for managing change. 
The failure of an innovation to become adopted at the individual 
institutional level could be attributed to insufficient people sharing 
a similar goal. Collaboration would allow people to come together from 
different backgrounds to pool ideas and expertise. This could produce 
a shared ownership of development that might boost the innovation 
further. 
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Collaborative development was not only encouraged between institutions, 
but also between LEAs. TVEI Regional Advisers were instrum=ntal, 
particularly during the pilot phase, in encouraging meetings between 
TVEI projects both in their own regions and at national level. These 
meetings were opportunities for major themes such as equal 
opportunities to be considered. The collaboration between LEAs 
suggested that the MEC saw TVEI as a national change strategy in which 
they were the change agents for all the LEAs concerned. However, there 
is little evidence to suggest that the MEC was actually looking for a 
national structure for TVEI. Instead the individuality of LEA schemes 
was encouraged, provided that they remained within the broad framework 
which had been laid down previously. 
(vii) The planning of change 
AI though TVEI was introduced extremely quickly, there can be 11 ttle 
question of it being an ad hoc venture. The requirements placed on 
LEAs by the MBC did indeed suggest a very high degree of planning, 
even though this was undertaken very quickly and with little real 
consultation. For instance: 
(1) the reqUirement for LEAs to produce their own submissions for 
their own local projects, which were then carefully vetted by 
the TVEI Unit against the criteria laid down nationally, 
(11) the contractual management obl1gations on LEAs to appoint co-
ordinators with responsibility for the delivery of their scheme, 
(iii) the requirements for monitoring and evaluation of all the 
processes that were occurring. 
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Young (1986) has commented that at first glance TVEI suggested an 
absence of a systematic approach, and appeared to be an unplanned 
process of interaction, dialogue, feedback modifying objectives, a 
recycling of plans, micropol1 tics, and a coping with mixed feelings. 
Looking beyond the necessarily messy side of managing change, however, 
there was considerable evidence of an objective, rational and 
systematic approach to TVEI. 
In some ways, LEAs saw the MSC as a very bureacratic organisation. For 
instance, there was a great deal of form filUng to be done, budgets 
had to be carefully planned and executed, and statistics were required 
on a whole range of matters. In addition, in the early days of TVEI, 
the MSC seemed to be very much in control of what was going on. 
However, as TVEI schemes unfolded this control appeared to decrease. 
In part, this was due to the way in which the XSC saw advantages in 
allowing LEAs to manage their own affairs more. It also has to be 
recognised that, because TVEI became such a large initiative, the MSC 
had insuffient manpower available to maintain the same degree of 
centralised control over a primarily local development project. The 
issues relating to centre/periphery change, as exemplified by TVEI, are 
taken up at length in Chapter 9. 
Three other dimensions of change, which need to be added to those 
already described in the literature, are: 
- 84-
(viii) Diffusion of change. 
One of the biggest problems, when considering TVEI as a mechanism for 
producing innovation, was that the changes which were produced by the 
Ini tiati ve, were diffuse and not necessarily inter-related. It was 
clear, for instance, that while in some institutions there might not 
have been a great deal of development in terms of (say) curriculum 
structures, movement might have been taking place in other areas (eg in 
pedagogy, in staff attitudes to change, or to the evaluation of the 
existing structures), which might not have been so apparent. Sikes and 
Taylor (1987) have argued that, when considering the effects produced 
by TVEI, it is essential carefully to define the dimensions of change 
involved. Evaluation, for instance, might have indicated that nothing 
appeared to be happening in certain areas of a scheme, whereas, in 
reali ty, considerable movement might have already occurred in other 
aspects of the work of the institution. Sims (lOtl9) has shown in an 
NFER study of TVEI, that there were unintended consequences of 
innovation that may have been as important as the planned change. The 
three projects being studied in this thesis support this viewpoint 
(Chapter 8), 
(1%) Pressure for change. 
TVEI was not an initiative that was immediately attractive to all LEAs. 
The TVEI criteria were ones that many people were cautious about, if 
not openly opposed to. This was a result of both the nature of the 
Initiative and the way in which it had been introduced. This has been 
reflected in the 11 terature on TVEI (see for instance Bailey 1988, 
Baker 1985, Bolton 1985, Education 1983, Garbutt 1984, Holt 1983, Leach 
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1986, Seckington 1985). 
upon LEAs to join the 
There was, however, a considerable pressure 
scheme. This came initially from the 
considerable funding available. This was attractive to financially 
hard-pressed Authorities. After some time, those LEAs that had not 
joined the scheme felt both financially and developmentally 
disadvantaged in comparison with those that had. By 1990 every LEA in 
England and Wales had become involved with TVEI, although the actual 
uptake, in this short time scale, was based, to a considerable extent, 
upon the financial inducement. While some LEAs saw the criteria as 
helpful to their individual needs, and others saw themselves pioneering 
new ground within pre-vocational education and training, these were in 
a minority. If one considers that nearly half the LEAs in England and 
Wales applied to join TVEI within six months of it being launched in 
1982, and that they had little clear information available to them 
about the Initiative, other than the financial rewards and some rather 
crude criteria, then the educational incentives to join appear to have 
been less important than the financial ones. 
(x) Control of Change. 
It has already been argued that TVEI was a centralised initiative, 
with the control being held (at least initially> by the MSC. There was 
11 ttle doubt that when TVEI began, the intension was to maintain 
careful control over the developments taking place and to ensure that, 
as tar as possible, projects produced the outcomes that they had 
promised. The control over changes taking place was maintained through 
the contracts that had been drawn up between the MSC and the LEAs, 
which reflected both the criteria laid down for TVEI and the 
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submissions produced by individual LEAs. The XSC attempted to secure 
information about developments within LEAs through a number of 
channels, including Regional Advisers, Annual Reviews and a range of 
evaluation strategies. While the MSC attempted to maintain its 
control over the LEAs, they in turn were expected to control the 
developments taking place within their institutions. However, the way 
in which this was achieved differed markedly between LEAs. Indeed it 
is one of the maj or themes of this thesis that the ways in which 
changes were brought about in different TVEI projects depended upon: 
the relationships between institutions and their LEAsj the management 
structures which existedj and the historically based links that had 
been forged. The result of this situation was that the degree of 
control by the KSC over the changes taking place at the periphery was 
extremely variable, and depended on the particular LEA concerned. It 
will be argued in Chapter 9 that the model of centre/periphery change, 
set up by the MEC, was not universally successful, and as a result 
there was something of a shift of control towards the LEAs and their 
institutions as the Initiative developed. 
Change and TVEI in summary. 
An assessment of the dimensions of change which relate to TVEI is a 
complex task. The Ini tiati ve was, for the education system, a new 
approach to managing Change. It was also being implemented rapidly and 
on a national scale. It was centrally controlled and placed 
considerable pressures on individual LEAs and institutions to jOin, 
particularly through financial incentives. TVEI itself could be 
identified as a mechanism for producing very rapid educational change, 
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but in many respects the changes in themselves were not fundamental 
ones, since the Ini tiati ve allowed an already existing evolutionary 
process to accelerate. The changes have, however, affected the vast 
maj ority of schools and colleges in this Country to same extent and 
represent a high degree of planned linear development supported by 
considerable funding, careful monitoring and evaluation, and 
collaborative support. Although individual LEAs were encouraged to 
develop their own schemes in their own ways, the contractual obligation 
to a nationally planned framework has meant that, in practice, 
considerable similarity of development has actually taken place across 
different Authorities. Wi thin the institutions themselves, however, 
the dimensions of change were far more variable. For same, the changes 
were quite fundamental and rapid, while for others, the changes were 
only introduced slowly or not at all. In many institutions the changes 
were so diffuse that it was difficult to decide whether they were the 
result of TVEI or some other initiative. TVEI was perhaps initially 
most successful where it was perceived as an attempt to develop the 
curriculum in a positive way. 
If Bolam's (1975> framework for interpreting change, is used to analyse 
TVE I as a change strategy. it demonstrates that the same general 
features existed, ie User systems, Change agents, Innovations and a 
Time dimension. However, the ways in which these operated and 
interacted were different from previous innovations. When TVEI 
started, the User system was generally based upon small consortia of 
insti tutionsj when Extension was phased in, this changed to all the 
institutions in an LEA. Although the change agents operating in TVEI 
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will be shown later to have used largely the same strategies as their 
predecessors, there were a number of new categories of agents 
introduced by TVEI who differed as a result of the power that was 
vested in them by the XSC. Bolam (1975) has shown that the key factor 
relating to the success of change agents is their authority 
relationship with the User system; in TVEl this authority was vested in 
the power of the contract and the influence of the funding. 
The nature of these changes may have been evolutionary rather than 
revolutionary. The scale of the innovation, however, was considerable 
compared with projects in the past. Large numbers of ideas were given 
support simultaneously, and the di vers1tyof innovation was great not 
only across an LEA but also within the individual institutions. The 
importance of the time dimension was that the MSC itself imposed limits 
on developments; consequently innovation often had to occur far more 
rapidly than many of the User systems would have wished. Li ttle 
attention semed to be paid to the 'Antecedent stage', or even to the 
'Interactive stage'; the prime intention for the MSC seemed to be to 
produce results, and hence it was the 'Consequent stage' that was given 
most attention. In these ways, therefore, the change processes 
occurring in TVEl were fundamentally different from previous 
innovations. 
3.4 TVBI AID CURRICULUX DEVELOPIBI1: Producing a conceptual framework. 
TVEI can be interpreted as a curriculum development project aimed at: 
enhancing the relevance of the school curriculum to the world of work; 
increasing access for pupils to more up-to-date technology and 
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equipment; and encouraging them to participate more in courses that 
would lead to technician level work. Brai thwai te et a1 (1985) have 
produced a useful review of curriculum development programmes in which 
they identify the 'Curriculum Reform Movement' which, they argue, has 
existed in Britain since the 1960's. This has a number of features: 
(1) a willingness to respond to social, cultural, industrial and 
technological change, 
(ii) an exploration of new 'maps of knowledge'. 
(iii) a development of possible cross-disciplinary approaches, 
(iv) reform led by pedagogical principles. 
However, despite the existence of these characteristics, they argue 
that the movement has been concerned more with insti tutional1sing the 
process of change and renewal than with introducing new curriculum 
content. They consider that three main strategies have been used to 
bring the institutionalisation about. 
(i) 'First Generation' Curriculum projects. 
These were usually medium size proj ects which focussed on narrow 
facets of the whole curriculum (eg The Schools Council Humanities 
Proj ect). They tended to be materials-based and often with a 
commitment to 'enquiry' (eg The iuffield Chemistry Project). They 
were highly funded, with the money mainly being used for the 
production of physical resources (eg teaching and learning 
materials, equipment). The projects were developed at a national 
level by teams of practitioners who produced the course materials. 
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In some cases the projects received support from the Examination 
Boards. However. sUbsequent take-up and impact of these projects 
demonstrated a mixed and often disappointing position. This often 
resulted from the materials being regarded as 'off the shelf' 
packages for use without any further amendment. The projects 
generally paid too little attention to the in-service needs of 
teachers and did not attempt to create development networks. 
(ii) School-based curriculum development. 
These were small scale developments aimed at local adaptabil1 ty. 
Many of them arose as a direct response to the raising of the school 
leaving age in 1973, and the need to identify an alternative 
curriculum for some pupils. The developments were encouraged by the 
Examination Boards, and were accredited by them as 'Mode 3' schemes. 
They were produced by individual teachers or school departments and 
usually operated without any additional funding being made 
available. There were less chances taken over the risks involved in 
this sort of development. and hence they were more modest in 
intention as well as outcome. 
(iii) Large-scale centralised curriculum initiatives. 
These developed alongside the school-based developments as 
Government-backed, investment-led, ini Uati ves, often called 
'programmes'. They were a response by Government Departments to a 
perceived need to affect the school curriculum in relation to areas 
of national importance. Thus they tended to be targeted at 
particular curriculum areas; for instance the Xicro-Electronics 
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Programme (KEP> was in this league. The development of centralised 
initiatives reflected an increasing tendency for Government to 
become involved 1n the school curriculum, and was a precursor to the 
schools being used as a battleground for political control of 
education. 
Brai thwai te et al (1985) argued that TVEI f1 ts in with the third 
category since it is a centralised 1ni tiat! ve which was based on the 
assumption that, given an educational system which is slow to change, 
the correct strategy is to develop resource-led innovation. They have 
argued that TVEI is similar to the 'cargo-cult' mentality, since the 
recipients tend to embrace the values of those offering the gifts. 
However, they anticipated later difficulties with this sort of approach 
when the 'cargo providers' no longer return, and the acceptance at the 
periphery gradually withers away. 
A crucial issue for those involved in curriculum development is that it 
is teachers who will have to implement the Changes. Unless this group 
is closely involved in the developments taking place, there is likely 
to be 11 ttle permanent adoption of the change. The argument put 
forward by Brai thwai te et al (1985) is that TVEI was in danger of 
encouraging developments to take place only while the inducement to 
change (ie the funding in this case) was available. However, if there 
is to be teacher ownership of the Initiative, the process can become 
tediously slow, leading in effect to little real change. If in 
addition, curriculum development is related to teachers' perceptions of 
their own pupils' needs, then changes are also in danger of becoming 
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localised rather than more universal. Although TVEI did start out with 
a clear intention to enforce curriculum change in accordance with 
specific criteria, it became apparent that this could not operate 
wi thout the acceptance and co-operation of teachers. As a result, 
there was an acknowledgement of the need for support for curriculum 
development to be provided through co-ordinators, advisory teachers and 
curriculum development groups. However, one of the clear features to 
emerge in this process was that the MSC was not willing to accept any 
form of procrastination and set definite time limits. 
Another widely accepted typology of curriculum development strategies 
is that produced by Havelock (1975). His three models of change are: 
(i) The Research, Development and Dissemination (RD&D) model, 
(1i) The Social Interaction model, and 
(iii) The Problem Solving model. 
The RD&D model is based upon the notion that change takes place through 
a rational sequence of events. The model reqUires planning on a 
massive scale, so that all aspects of the innovation process are well 
covered and well understood by everyone involved. Particular attent10n 
1s paid to the development and dissemination stages. The model 
emphasises the need for a division of labour among those involved, so 
that the various aspects of the innovation can be adequately dealt 
wi tho However, the need for co-operation between individuals is seen 
as essential. The model relies on a new idea being developed by a 
central team, with the product then being passed to the consumer for 
acceptance. AI though it is assumed that the consumers are rational, 
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and will identify the need for the change, they are also seen as 
passive, being willing to accept the new idea without much resistance. 
While the RD&D approach is high on initial cost, this is in the 
interest of the long term benefits of efficiency and quality within the 
innovation. The particular strengths of the RD&D model are: (i) the 
emphasis placed on planning the change process, (11) the intention to 
produce a quality product. The maj or weakness is that the product 
might not be accepted by the consumer, since this person: (i) might not 
want the change, (11) might not understand it, <111> might not find 
out about it. 
The Social Interaction model relies upon the adopters of the Change 
belonging to a network of social relationships (eg the Heads of 
Department from the schools in an LEA>. Group membership is a major 
factor in the individual adoption of the Change, and the place that 
indi viduals have in the network is a good predictor of the rate of 
acceptance of the change. The model acknowledges that informal 
personal contact plays a vi tal part in the adoption of change by 
individuals, since they require opportunities to discuss their own 
ideas and concerns. Although, in this model, diffusion of the Change 
through the system begins rapidly, it then slows down, since those who 
have not been directly involved in the planning become more difficult 
to contact or convince. The strengths of the Social Interaction model 
are: (i) the group identity that it encourages, (ii) the opportunitie~ 
it provides for the exchange of ideas among people with similar 
interests. The weaknesses are: (i) the group might not share the same 
concerns, (11) the planning process might be ineffective, (111) it 
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The Problem-solving model is based on the assumption that need is the 
starting point for any change. When this need has been identified it 
can be translated into a problem which is then diagnosed. This 
diagnosis will lead to a search for solutions, which can be assisted by 
the involvement of an outside person in a non-directive consultancy 
role. The innovation needs to be tested and if necessary adapted. The 
strengths of the Problem-solving model are: (1) it is concerned with 
the identification of actual needs, (ii) it acknowledges the benefit of 
outside support, <111> it recognises the importance of evaluating the 
change. The weaknesses are: (1) the process might be inadequately 
planned, (11) the change might be 11mi ted in its scope, (11i> the 
change might be poorly disseminated, (1v) the model does not 
necessarily involve a sufficiently large group of individuals who will 
encourage the change process to occur. 
In addition to these three models, Havelock has also identified the 
Linkage Process which combines elements of all three models. For 
instance, a linking agency could be seen as operating between an RD&D 
system and the personnel in a problem-solving school, arousing 
interest, linking agencies of development and collaborating in 
activities. Bolam (1975) and Hoyle (1970) have related this linkage 
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process to the change agency occurring between the Innovation system 
and the User system. 
In terms of the classification which has been produced by Braithwaite 
et al (1985), their First Generation curriculum model has obvious 
similari ties with the RD & D model proposed by Havelock, and their 
school-based model complements Havelock's Problem-solving School model. 
It is interesting to note, however, that their other models do not have 
any obvious coherence with Havelock's structures. In part this 
reflects the fact that the large-scale, centralised curriculum 
initiative has been a feature of more recent years, and did not have a 
real counterpart when Havelock produced his particular classification 
in the 1970s. The large-scale, centralised initiative is an aspect of 
development in the 1980' s, and reflects a shift in the attitude of 
Central Government to curriculum change. Whereas this was once seen 
as the 'Secret Garden' of the professional educators, the 1980's has 
gi ven rise to a climate in which entry to this 'Secret Garden' has 
become possible as well as permissible. Centralised curriculum models 
have been used to gain entry. As a result of this change in Government 
policy and practice, Harland (1987) has argued that although the 
Havelock models of change have stood the test of frequent usage, they 
now seem inadequate as an explanation of the change processes occurring 
within TVEI. However, the strategies used by TVEI projects to achieve 
teacher involvement had clear associations with both the Social 
Interaction and Problem-solving models proposed by Havelock. Indeed it 
was quite common to find elements of both models operating in the same 
LEA at the same time. The clear distinction, as far as TVEl was 
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concerned, seemed to be that curriculum development took place against 
a background of specif1c criteria and time-scales, which had a definite 
effect on the outcomes. 
Dale (1985) has taken this argument further by indicating that TVEI did 
not follow any of three traditional patterns of curriculum change that 
have typified the change process in England and Wales. These patterns 
are: 
(i) 'The Schools Council model'. 
In this case the programme is drawn up in consultation with 
practising educators. The approach reflects the professional 
viewpoint, and concentrates on issues which are outside the 
immediate remit of the lay person. In particular, it is aimed 
at improving the content and/or delivery of the curriculum. An 
example is the introduction of the luffie1d Science schemes. 
(i1) 'The Plowden Advisory model'. 
In this case representatives of appropriate 1nterests join 
together to recommend a series of more or less maj or changes. 
The model brings professional educators into contact with those 
people who have a vested interest in the outcomes of the 
educational process. Changes to the context in which schooling 
takes place are considered. The development of education-
1ndustry co-operat10n is an example of this approach. 
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(iii) 'The legislative change model'. 
In this case policy makers agree legislation concerning the 
structure of the educational process. Changes are introduced 
which affect the way in which the practitioners are able to 
operate. This approach introduced comprehensi ve schooli ng and 
other major initiatives. 
Dale considers TVEI to have followed a business or commercial model, 
which is characterised by: 
(1) the capability to move resources into a new line when the 
existing ones become ineffective, 
(ii) an intention to improve the service to a particular group of 
customers, 
(i11 ) 
(iv) 
being executive rather than legislative or advisory, 
being unencumbered by professional experts. 
However, while this model might have been effective in explaining TVEI 
during its early days, there was every indication that, because the MSC 
found the involvement of teachers essential to effective curriculum 
development, their expertise was gradually enlisted, and TVEI, at 
least at the periphery, took on features of the 'Schools Council 
Kodel' . 
The problems of relating TVEI to any established system of curriculum 
change have caused Harland (1987) to identify an entirely new model, in 
which she argues there are three possible practitioner modes: 
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(1) AU10101Y XODE. 
In which the pract1t10ner 1s able to exert independent 
judgements about a particular situation, and to either 
accept solutions, or to seek solutions, or do neither. 
(11) CO-OPERA1IOI XODE. 
In which the pract1tioner enters 1nto a partnership in wh1ch 
there is co-operation on the basis of equal1 ty plus the 
freedom to withdraw from involvement. 
(111) RECRUITXEI1 IDDE. 
In which the practitioner is a licensed agent, who is able 
to operate within the scope allowed by his principal (ie the 
contract in the case of TVEI). 
The first two modes fit with Havelock's definitions of change, and also 
satisfy the modes of operation of the 'Schools Council approach' 
discussed by Dale, but not with TVEI, which Harland (1987) argues, was 
centralised with a coercive approach to the introduction of Change. 
She sees the Recruitment model as being the one nearest to that 
operated by the MSC, and the one that fitted in with the change agency 
roles operating within TVEI (Chapter 4). She argues that the signing 
of the TVEI contract effectively provided LEAs with a licence to 
operate on behalf of the MSC; the licensee was then expected to produce 
curriculum changes within its locality in accord with the criteria laid 
down. Failure to achieve this could lead to the contract not being 
renewed. The licence also enabled LEAs to produce a contract with 
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their schools and colleges, so that they in turn became licensed to 
develop the TVEI criteria themselves. The problem again with this 
model, is that it only takes into account some of the early 
interpretations of TVEI and ignores many of the later developments in 
which the partnerships between LEAs, and between LEAs and the MEC, were 
effectively increased. It also ignores the way in which LEAs 
themselves operated curriculum development, for in many cases the 
models they used were much more in line with the • co-operation mode' 
proposed by Harland. In some cases, the relationship between LEAs and 
their schools was such that the • autonomy mode' operated, this was 
observed, for instance, in one of the three LEAs being studied in this 
research (Chapter 6). 
The particular problem with the Recruitment model is that it refers to 
a particular scheme at a particular point in time, and it may not have 
more universal applicability. 
are problems with the model. 
encompass the following issues: 
Harland (1987) has recognised that there 
For TVEr, the difficulties seem to 
(1) TVEr occurred at a time of depression, both in the economy 
and in the resourcing of schools; practi Uoners might not 
have been so willing to accept other people's directions in 
more favourable times. Indeed there was some evidence of 
this as TVEI schemes developed through the 1980' s, when 
practitioners attempted to impose their own interpretations 
on the changes taking place. 
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(ii) After initial opposition, TVEI gained the acceptance of many 
(111) 
practi tioners. It is not so certain that licenced agents 
would be able to operate in the case of initiatives which 
they did not approve of. The incentives for change (such as 
finance) are, however, critical determinants in this. 
Compared with many other developments, rVEI has had a 
considerable length of life. 
changes led to contractual 
altered. 
Problems could occur if policy 
agreements being frequently 
The intention of the HSC to encourage curriculum development, as an 
outcome of TVEI, necessitated the creation of management strategies for 
bringing this about. The fact that TVEI was a centrally managed 
in1 tiati ve meant that consideration had to be given to how the TVEI 
Un1 t would interact with the LEAs and their institutions, and what 
roles each tier would need to have. 
3.5 THE IIIOVATIOI PROCESS. 
Change 1s a process which will generate opposition as well as support. 
This has to be taken into account by those managing the change. Hoyle 
(1970) argued that, from a review of the innovations taking place in 
recent years, it is possible to identify a trend towards the adoption 
of strategies which he refers to as 'Planned Change'. The main element 
of a 'Planned Change' strategy is that the innovation is 
interventionist and hence involves change agents working directly with 
the User system. Hoyle considers that the RD&D model of curriculum 
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development was a strategy for planned change, but that it had 
limitations in encouraging innovations to become institutionalised. 
Rogers (1962) argues that much of the curriculum development of the 
past occurred through a 'diffusion' process in which ideas were simply 
allowed to flow from their source to the user, without any other 
intervention taking place, ie it was a neutral process. He considers 
that, because this often resulted in poor uptake of new ideas, proper 
'dissemination' systems needed to be adopted in which the pattern of 
diffusion was made deliberate and received the support of an 
intermediary. Guba and Clark (1965) distinguish between 'adoption' of 
Change and 'institutionalisation'; the former they refer to as the mere 
acceptance of the Change into an institution without it necessarily 
having any real endurance, whereas institutionalisation occurs when the 
innovation becomes an integral part of the school's functioning and 
exists in the school over a period of time. Hoyle (1976) argues that 
planned organisational change is necessary for innovations to become 
institutionalised; ie the strategy used by the change agent needs not 
only to consider the dissemination of the change but also how it might 
eventually become adopted into the institution. He argues that there 
are a number of obstacles to the use of planned organisational Change: 
(1) teachers and headteachers in England and Wales generally 
have a high degree of autonomy and it is difficult, 
therefore, to get changes accepted by them, 
(ii) change agents with an ability to alter attitudes among the 
User system are not commonly available, 
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(11i> an institution needs to demonstrate a commitment to planned 
change if it is to succeed. 
Whilst TVEI largely overcame the first of these obstacles, through its 
categorical funding strategy, the other two obstacles were more 
difficult to remove. 
Bolam (1975) has considered that the User system might respond in a 
variety of ways during the 'Interactive' and 'Consequent' stages 
described earlier in this Chapter; it might: 
(i) 
(11) 
(111) 
Reject the innovation. Eichholz and Rogers (1964) have 
investigated this posst bil! ty and have found a number of 
reasons for it occurring, including a lack of consonance 
with the organisational aims. They argue, however, that the 
rejection of change should not be seen as a totally negative 
outcome, for it could be a way for the organisation to 
maintain its effectiveness. 
Resist the innovationj ie try to prevent it from taking 
hold. This will be considered later in this section. 
Adapt the innovation; ie modify the innovation so that it 
fits better with the organisation's methods of working. 
Macdonald and Ruddock (1971) consider that the potential 
adaptability of an innovation is an attractive feature for 
users. 
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(iv) Institutionalise the innovation. 
Within TVEI, however, there was also another way in which institutions 
reacted to the Initiative. Because schools were being pressurised into 
accepting change, they sometimes went along with the change while they 
were being • forced' to, but later strongly resisted any attempt to 
institutionalise the change. Examples of this are the incorporation of 
work experience into the curriculum, and the introduction of balanced 
science as an entitlement for all pupils for 20~ of curriculum time. 
This response is similar to the 'Facade Phenomenon' identified by Smith 
and Keith (1971), in which practitioners colluded to present an image 
which suggested that the innovation was working when they knew that it 
was not. 
Guskin (1969) believes that individuals will react differently to 
innovations, and that their reaction will depend upon certain enduring 
characteristics. Al though he sees open-mindedness and the use of 
incentives as important features in encouraging an adoption of change, 
the most critical factor appears to be the extent to which the enduring 
personal! ty characteristics of the ind1 viduals are affected by the 
innovation. If individuals are highly aroused by an innovation, and 
there is a congruence between their personal! ties and the innovation 
then it will be accepted, if not it will be rejected. This concept 
appears particularly important in the context of TVEI, because it was a 
contentious ini tiati ve which did arouse individuals to respond when 
they were confronted by it. In fact, it could be argued that 
congruence between many teachers and TVEI was only generated when the 
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Initiative had become more generally acceptable to the teaching 
profession as a whole. 
As well as the need for congruence between the aims of the Initiative 
and the individuals involved, the responses made by whole organisations 
to TVEI appear equally important. Nisbet (1973) considered the concept 
of the • Creativity' of a school. He argued that a 'creative' 
institution is one that is capable of adopting, adapting, generating 
and/or rejecting innovations. Apart from the need for the 'creative' 
school to have operationalised key internal variables, such as 
leadership, staff morale, good communications and shared values, his 
research also pointed to the need for the external or contextual 
variables to be congruent with those of the 'creative' school. These 
included the views of parents and the local community, the views of 
local politicians and the structure of the examination system. Nisbet 
also pOinted to the need for external support to assist innovation 
wi thin the 'creative' school, such as the help of the local advisory 
service and appropriate INSET. In the context of TVEI, considerable 
INSET was :made available both through TVEI and TRIST. Although the 
scheme did provide considerable advisory support, this was through TVEI 
central teams rather than through LEA advisers. It was also apparent 
that there was often 11 ttle congruence between TVEI developments and 
the regulations of Examination Boards, and it was quite common to find 
that new initiatives were rejected by the Boards. TVEI did not always 
have the full support, either, of local pol! ticians and community 
groups, whilst parents were often unaware of many of the implications 
of TVEI (Harris 1987). 
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In the case of TVEI, therefore, there were both promoters of, and 
barriers to, the innovations taking place which tended to affect the 
change process itself. 
Barriers to the introduction of TVEI, 
Two important elements of the change process are Resistance and 
Subversion (Dalin 1974), 
RESISTAICB to change is a normal process and has been found to occur in 
TVEI among those who had: 
(i) An ideological opposition to the introduction of TVEI, 
There were a large number of people who were opposed to TVEI because 
they were concerned that the Initiative was extoling an ideology to 
which they were fundamentally opposed. There were, for instance, 
those who saw TVEI as a means for the Government to gain greater 
social control over the population of this Country, and a means of 
increasing the social division between groups. They were opposed to 
the introduction of TVEI on these grounds in particular (Baker 
1985) • 
(ii) A professional opposition to the aims of TVEI, 
Many educationalists and professional teachers saw TVEI as being 
opposed to the concept of a liberal education, and pursuing a path 
which could lead to a narrow vocationalism. 
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'Uncertainties about the implications of educational innovation 
for professional identity, status and autonomy may adversely 
affect the motivation to change'. 
(Sims 1989 page 2) 
Although this viewpoint tended to lessen as the pilot developed, it 
was only as a result of professionals gaining increasing ownership 
over the change that opposition was seen to diminish. 
(i11) A concern that they might be disadvantaged by the effects of 
TVEI, 
Since TVEI seemed to be directed towards certain specific 
developments in the curriculum, some teachers considered that they 
would be disadvantaged, either because their particular area of the 
curriculum would not get its fair share of resources, or because 
TVEI was a possible threat to the continued existence of their 
subject. TVEI began life with a largely technological focus, and 
ini Ually resources were directed mainly towards this end. 
(1v) A belief that they had not been prepared for the 1ntroduction 
of TVEL 
TVEI represented a new set of criteria, some of which were aimed at 
introducing new styles of teaching and learning. The developments 
which took place were largely through such vehicles as: the modular 
curriculum, Active Learning, and Supported Self-study. A number of 
these developments were new to many teachers and represented threats 
to their professional competence. As a result, a number felt 
unprepared and anxious about a process which was being forced upon 
them. 
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As a result of resistance to the introduction of TVEI, practitioners 
sometimes sought ways of avoiding the Initiative and subverting it. 
SUBVERSIOI of change is a process which attempts to undermine the 
adoption of a change into the organisation. It can occur through 
individuals utilising a range of factors, including: 
(i) A stated lack of time. 
Time for developments to occur is essential, and if this is lacking 
it prevents teachers meeting, preparing and consolidating the 
changes that they are involved with. In addition new developments 
are sometimes perceived as taking more time than they actually do, 
since individuals are placed in stressful situations. Innovators 
need to ensure that ample time is available to prevent accusations 
of 'lack of time' being made. This did not always happen with TVEI. 
Although, compared to other initiatives such as the Nuffield Science 
schemes, there was a greater opportunity for teachers to spend time 
away from the1r classrooms planning future developments, this 
feature tended to alienate those teachers not 1nvol ved with TVEl, 
who felt that they were not able to benefit from the same advantages 
which were available to their colleagues. 
(1i) A perceived lack of resources. 
A lack of facil! ties, anCillary staff and materials, can be both 
frustrating and damaging to developments taking place. TVEI largely 
overcame this through the provision of considerable resources to 
institutions, including unusually high levels of anCillary support. 
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However, this feature again tended to alienate those not involved, 
and was seen to be working to the advantage of a small privileged 
group of teachers. 
(iii) A lack of support. 
Assistance from others in terms of management, motivation and 
training is essential to the successful promotion of developments; 
without these features, innovation can be stifled. 
to provide this support through: 
TVEI attempted 
the appointment of a school co-ordinator (often as a member 
of the school's senior management team), 
LEA curriculum development groups, 
enhanced INSET opportunities. 
(iv) A lack of coherence with other developments. 
TVEI had been introduced at a time when considerable change was 
taking place in the educational world, and there was no guarantee 
that the various changes were necessarily coherent. Examination 
structures appeared to be one of the biggest factors hindering 
curriculum change, and Evans and Davies (1987) have blamed the 
awesome power of the examination system for preventing innovation. 
(v) A lack of coherence with the social context. 
Evans and Davies (1987) have argued that, while TVEI has brought 
about changes 1n the content, and in some cases the organisation of 
the curriculum, it has largely left untouched the social context of 
schooling into which the Initiative was introduced. The same 
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authors have argued that the social context is, to a large extent, 
governed by the structure of selection and differentiation within 
the educational system, within the labour market, and within society 
as a whole. In some schools, TVEI could be seen as increasing the 
degree of selection, since it was often targeted at a particular 
group of pupils. TVEI was associated in the minds of many teachers 
with a course for less able and less motivated pupils, and it was 
sometimes perceived as a form of selection wi thin the curriculum 
that went against many of the principles advocated by those in 
favour of fully comprehensive education. 
In addition to the possibility of subversive approaches removing the 
change from the institution entirely, an alternative strategy was for 
the change to be modified in ways that made it acceptable to the school 
concerned. Macdonald and Ruddock (1971) considered that while such 
modifications might be an anathema to the outside project team, 
adaptability could be one of the attractive features of an innovation 
as far as the user is concerned. There is 11 ttle doubt that many of 
the innovations occurring as a result of TVEI were adapted by the 
insti tutions involved, although the basic criteria of the Ini tiati ve 
appeared to remain intact. In this sense, the actual changes taking 
place seemed to be of less significance to the MEe, than the fact that 
innovations, wi thin the general aims of the scheme, were occurring. 
The TVEI Unit did strive, however, to ensure that, as far as possible, 
the basic criteria of the Initiative were adhered to. 
-110-
There is some doubt as to whether the possibility of resistance to, or 
subversion of, TVEI by LEAs and institutions had actually been 
considered by the MSC when setting up their early management 
structures. While attention seems to have been given to the processes 
of promotion and dissemination of change, very little consideration was 
given to resistance and subversion. This might have reflected the 
bureacratic structure of the Commission, for it was perhaps assumed 
that when an agreement had been made to deliver a stated set of 
objectives <and in the case of TVEI, the objectives were also supported 
by a contract), that this would be adhered to. 
'An institution which sees itself as a bureacratic or legalistic 
h1erarchy responds to instructions or laws froJ1l above. Such an 
institution works on the principle of obedience. Individuals, by 
their actions or failures to act, are not supposed to be in breach 
of instructions or laws. ' 
(Bell, Davey and Hughes 1988 p149) 
Since the degree of resistance to, and subversion of, TVEI was actually 
qui te large, the MSC had to give additional attention to overcoming 
these problems, and to reviewing its strategies for supporting the 
promotion and dissemination of the scheme in the face of considerable 
opposi tion. 
The Dissemination of TVEI developments. 
Guba and Clark (1965) consider innovation as a sequence of discrete 
change processes: 
Research, Development, Dissemination, Demonstration, Implementation, 
Installation and Institutionalisation. 
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The first three of these can be seen to form part of the RD&D approach 
to curriculum change considered earlier in this Chapter. One of the 
major problems in the innovation process is to ensure that the change 
does eventually become institutionalised, and hence what happens to the 
innovation after the development stage is of key importance. In the 
model provided by Guba and Clark, the weak link is the demonstration 
stage since, for the innovation to proceed from dissemination to 
institutionalisation, it has to be shown to the user; has to be tried 
out; accepted; and finally allowed to become part of the normal 
practice. There is no guarantee, however, that, despite the qualities 
an innovation might have, it will be seen by practitioners and used. 
The structure of TVEI allowed ideas to be more widely shared and 
tested, both within and between LEAs. In fact, the requirement made of 
LEAs, by the MSC, for TVEI developments to be disseminated, meant that 
practitioners often did become more aware of what was happening <ie in 
terms of the Guba and Clark (1965) model, changes were better 
demonstrated). However, much of the initial dissemination only 
occurred at the LEA Level. This process itself was variable, often not 
occurring outside the cohort of TVEI institutions. Beyond the 
individual institutions, the spreading of ideas was informal and 
unstructured and was more akin to what Hoyle (1976) describes as 
'diffusion'. In part this was due to the MSC having insufficient 
personnel to deal with this aspect of the scheme, and also because the 
evaluation programme was slow to start and was insufficiently 
supported. 
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While the XSC had insufficient capacity to disseminate information, 
teachers themselves were often too hard-pressed to spend much of their 
time finding out what was happening elsewhere. Fiddy and Stronach 
(1987) have considered that a particular problem regarding TVEI 
dissemination was the lack of availability of time for teachers to find 
out what was happening, and as a result few people seemed to know what 
other TVEI projects did. This problem was exacerbated by the pressures 
from other changes, such as GCSE, taking place simultaneously. As a 
result, many teachers ini Ually felt alienated from rVEI, and viewed 
its development with considerable suspicion and scepticism. There were 
therefore problems related to the installation of change as well as to 
its demonstration (Guba and Clark 1965). 
Al though rVEI has been able to disseminate developments wi thi n the 
individual LEAs involved (and also more recently between LEAs), there 
has been no guarantee that these developments would be adopted. In 
some institutions, developments failed to even start, because the 
indigenous I gate-keepers' were too strongly opposed. In other cases, 
despite developments having been introduced into the institution, often 
as a result of outside pressures, there was no real intention for 
these to become institutionalised and fully adopted. Indeed, one of 
the issues that has been uncovered by rVEI is that while additional 
funding 1s a strong incenU ve for changes to occur, it cannot, by 
itself, change attitudes, and without this, there is no guarantee that 
the change will be sustained beyond the funding period. It is the 
change of attitude on the part of practitioners which appears critical 
to the establishment of long term change. One argument which has been 
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put forward by the MSC is that if practi Uoners are placed in a 
position in which they have to accommodate to change, the exposure to 
this change will eventually alter at least some of their attitudes. 
While this has been true for many people, it has also been apparent 
that attitudinal changes occured most readily among those practitioners 
nearest to the involvement point, ie school co-ordinators and Heads of 
Departments. None-the-Iess the compelling nature of TVEl meant that, 
following the dissemination process, coercion was sometimes used to 
get changes implemented, and hence the demonstration stage suggested by 
Guba and Clark (1965) was replaced by a coercive stage. 
Those who were less 1 nvol ved with TVE I tended to fee I some degree of 
resentment over the enforced changes that were occurring, and this 
created a negative attitude which was likely to lead to a rejection of 
the change in the long term, rather than an acceptance of it. The lack 
of real involvement of all teachers in the scheme, and the insufficient 
dissemination of material to those not involved, has been a problem in 
relation to the genuine adoption of change through TVEI. 
While innovation has occurred as a result of TVEl funding, this has not 
always been adopted as anticipated by the change agents, and there have 
been frequent adaptations and rejections. 
'The accumulated evidence from rVEI pilots suggests that educational 
change is not a straightforward linear process which moves neatly 
through stages of initiation, implementation and 
institutionalisation. ' 
(Sims 1989 page 37) 
The consequences of this have been that, on occasions, grass-roots 
reaction has modified both the original goals and some of the intended 
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processes. The original assumption made by the MSC, was that LEAs 
would interpret the aims of TVEI in accordance with their own local 
needs. However, since there was not a common understanding of these 
aims among the LEAs, there was some uncertainty over how they should be 
interpreted. An NFER evaluation of TVEI found that there was some 
dissonance between how change was intended and how participants 
actually experienced it (Lines and Stoney 1989). The pressure on 
projects to innovate meant that changes did take place. However, the 
changes were frequently conditioned by the attitudes and values of the 
professionals involved. Since the MSC was unable to monitor events 
closely, a sufficient ground swell of opinion developed to modify some 
of the original intentions. This was noticeable in those aspects of 
the scheme which related to classroom practice and to the structure of 
the curriculum. In particular, to the ways in which the work-related 
dimension of TVEI became incorporated into the curriculum, rather than 
the other way around. As a result, the expectations about TVEI were 
subverted to some extent, and the changes taking place became adapted 
more to the needs of the partiCipants. rVEI has demonstrated that the 
change process is not straight forward, and that a different model for 
representing change is required. 
An alternative model for categorising innovation in TVEI. 
Both the Hoyle (1976) and the Guba and Clark (1965) models of 
1nnovation, therefore, have a number of 11mi tations with regard to 
TVEI. Another model of innovation, which has been proposed by Bell 
(1982) relates more to the innovation process as an action research 
strategy: 
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~ Diagnosis ~ Resources 
1 
Evaluation ~ Implementation ~ Objectives 
Al though this model has more similarities with the way in which TVEI 
has been developed than the Hoyle model does, there are still certain 
limitations. Bell has argued that the essential starting point for any 
innovation is a careful examination of the organisation itself. This 
might be interpreted as including: the degree of general consent over 
aims and objecti veSi how clearly job descriptions are defined; the 
existence of good communication systems and the soundness of staff 
morale. However, there seems to have been 11 ttle consideration given 
to this particular feature when TVEI was set up. Instead, the starting 
points for the Initiative were built around the implementation of the 
national aims and criteria, and the provision of sufficient resources 
to meet these objectives. This reflected the centralist role taken by 
the MSC in managing Change. The Commission also seemed to assume that 
the organisational structures within LEAs and schools were not suitable 
for assimilating a programme of radical change. 
The local objectives for TVEI were later more clearly defined between 
the LEAs and the MSC on an annual cycle, and an action plan, together 
with target dates, was then set in motion. A difficulty for each LEA 
was that the objectives which were determined at these Annual Reviews 
tended to be ones for the LEA rather than for the institutions since 
the MSC tended to communicate directly with the LEAs rather than with 
their institutions. The consequence of this was that the intention to 
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EVALUATIOI 
meet these objectives at the institutional level was varied depending 
on the LEA-school relationship. The actual implementation stage of 
TVEI was left to the discretion of the LEA but, again, this implied 
that the discretion actually lay with the institutions. Where the 
TVEI schemes were being rigidly imposed, the implementation of change 
followed a coercive strategy rather than a demonstrative one. 
Figure 3.3 
projects. 
outlines the change model commonly found within TVEI 
Following the acceptance of the LEA's plans for implementing 
the TVEI criteria, the MEC provided resources which were intended to be 
used to develop initiatives that would meet local needs. Although this 
was sometimes accomplished through the invention of new ideas, there 
was a general reliance on existing developments. The initiatives were 
developed and implemented in some parts of the Project, and the 
outcomes were either positively disseminated throughout, or more 
commonly allowed to spread through a natural process of diffusion. In 
some instances, other parts of the Project were encouraged to adopt 
these new ideas through a demonstration of their potential value, while 
in other cases there was a greater reliance on coercion. Some of the 
changes were accepted without much resistance and were fairly easily 
adopted, whilst others were occasionally rejected, or more commonly, 
because of the pressures for change operating in TVEI, adapted. The 
change process was evaluated, and following an analysis of the 
evaluation outcomes, the need to introduce further changes to meet 
local objectives was re-assessed. 
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Unlike the model for innovation proposed by Hoyle (1976), evaluation 
was seen as essential in both Bell's (1982) model and in the strategy 
used by the MSC. The evaluation programme put in place for TVEI was 
extensive and designed to inform the next planning stage of the 
individual project. The main purpose of the evaluation was to aid the 
analysis required for further planning. A problem arose, however, 
because LEAs were not generally in a position to provide accurate 
information for this purpose, and had not established structures for 
bringing this about. The result was that TVEI projects did not 
benefi t as much as they might have from information which would have 
allowed them to plan more coherently around local needs. 
In this Chapter, some of the major issues arising with regard to the 
implementation of TVEI have been considered. In the next two Chapters 
the discussion will focus more on the approaches which were used to 
introduce change at the local and institutional levels; consideration 
will be given to the roles adopted by the various partiCipants, and to 
the strategies that they used to encourage or to prevent changes from 
taking place. 
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CHAPTER 4. APPROACHES TO XANAGING CHANGE WITHIN TVEI. 
4.1 ISC IAlAGEXEIT OF TVEI. 
The original criteria for TVEI stated that schemes should be 'locally 
managed' (XSC 1982b). This implied an imposition on the LEAs, as well 
as upon their institutions, to carry out this process. This led to 
three distinct levels of management of the Initiative, which in turn 
affected the relationships that existed within TVEI. 
(i) The lanpower Services ComDdssion. - National Management. 
The management roles of the XSC included: 
Planning the Initiative, 
Communicating changes to LEAs, 
Directing the national programme, 
Monitoring developments (both locally and nationally>, 
Kotivating and encouraging projects, 
Supporting changes (possibly by the provision of extra 
funding, or by allowing virement of already committed 
funding). 
(ii) The Local Education Authorities. - District Management. 
The management roles of LEAs included: 
Planning local rVEI ProviSion, 
Communicating with Institutions and the !SCt 
Directing the local programme, 
Konitoring local developments, 
Monitoring and encouraging institutions, 
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Supporting changes <possibly through their support agencies, 
or by providing INSET). 
(iii) The Institutions. - Local management. 
The management roles of the institutions included: 
Delivering the Initiative, 
Managing learning and teaching methods, 
Managing finance, 
Managing resources. 
The management roles of the MEC and the LEAs were similar, in that they 
were both responsible for enabling learning and teaching to take place 
in the institutions. Jei ther, in effect, was responsible for the 
actual delivery of the scheme to the students. The institutions were 
most susceptible to scrutiny from those interested in how the 
Initiative was being delivered. It was in the institutions that key 
innovations were taking place, and it was at this level that the 
ultimate success of TVEI was being measured through what was happening 
in the classroom. While LEAs were accountable for developing and 
encouraging TVEI, the institutions were accountable for delivering the 
scheme and for achieving a public success for the Initiative. 
In terms of the 'Recruitment mode' for curriculum change <Harland 
1987), an LEA could have been seen as the licensee of the MEe, being 
empowered to deliver TVEI in its locality. In effect, an LEA's TVEI 
Unit became the agent of the MSC at the local level, and developed a 
similar set of roles to the parent body. As a result, the MSC tended 
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to deal directly with an LEA, rather than with its institutions. The 
cri tical management relationship for delivering TVEI, therefore, was 
that between an LEA and its schools and cOlleges. The actual approach 
used, however, was dependent on the previous management style of the 
LEA. Although it was possible to find the 'Recruitment mode' operating 
within some of the institutions licensed to deliver TVEI, because the 
LEA/institution relationship had frequently been less structured than 
this, other development modes tended to dominate. In many cases, the 
Autonomy mode operated (Harland 1987), since the institutions were 
largely free to decide for themselves how, and in what ways, they 
would develop TVEI. The LEA then merely provided advisory support and 
administrative back-up. In other cases, a 'Co-operation mode' (Harland 
1987) operated in which a partnership between schools and the LEA was 
created with decisions, relating to TVEI, being taken by all groups 
collecti vely. 
The fact that TVEI was intended to be a locally managed project caused 
considerable problems for the MSC (Stoney et al 1985). Although there 
was a requirement for the TVEI criteria to be met in each case, the 
methods used to achieve and monitor this were highly focussed on each 
separate locality. TVEI became the sum of some 100 individual schemes 
and, as a result, attempts to manage all of these from the centre 
proved to be very difficult. 
The TVEI Regional Advisers, who were the designated professional field-
officers of the MSC, were each responSible initially for some 12 
projects. Within the time-scale available, this prevented them from 
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having little more than a superficial involvement with each one. 
Interviews with a number of Regional Advisers throughout the Country 
indicate that, because of the pressure of their work, they were able to 
meet, for any length of time, only with LEA personnel, and were unable 
to observe many of the developments taking place in the institutions. 
This resulted in the Regional Advisers' impressions of what was 
happening being determined to a considerable extent by the views of the 
LEA Project staff. In addition, during the early days of TVEI, 
Regional Advisers were also required to provide considerable support to 
the TVEI Unit in London, which was largely staffed by Civil Servants. 
This assisted in preventing them from having any real involvement with 
institutional developments. An additional problem was that, on 
occasions, there was an apparent lack of agreement over the 
interpretation of the basic criteria for TVEI, between the different 
XSC personnel involved. This appeared to be the result of much of the 
• philosophy' not having been clearly articulated and to some of it 
being developed at the periphery rather than at the centre. 
These factors meant that the district management of TVEI assumed a 
much greater dimension than the MSC had perhaps originally envisaged. 
Although LEAs were accountable to the KSC for TVEI developments, it was 
impossible to impose this accountability to any great extent. As a 
resul t. the XSC was perceived by many as gradually becoming the 
supporter and adviser for TVEI, rather than its manager. It was 
possible, for instance, to observe a change in the role of the Regional 
Advisers as the Initiative expanded, since they seemed to operate in a 
more remote fashion than they might have wished, and were involved more 
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with policy making than in working with practitioners. As a result, 
the Regional Advisers tended to adopt a less inspectorial stance. This 
was partly a result of their changing perceptions of their own role, 
and because of the difficulties involved in carrying out a monitoring 
and inspectorial function within the limited time available. 
This is illustrated by the way in which the proposals for TVEI 
Extension schemes, submitted by LEAs, were dealt with. Since TVEI had 
originally been commissioned as a set of pilot projects, intended to 
provide lessons about the development of vocational education and 
training, it might have been expected that there would have been 
considerable formative feedback between the XSC and the LEAs concerned, 
so that partnerships of development could occur. In fact, when LEAs 
submitted their Extension schemes, it became clear that, while they 
themselves had learned lessons from their pilots, they had little 
knowledge of how the MSC viewed their state of preparation. A number 
of LEAs were surprised to discover that their Extension proposals had 
been turned down. It was also surprising that LEAs, which had spent 
considerable sums of MSC money and had expended a great deal of time in 
development work, were, in terms of their Extension proposals, 
primarily judged on the quality of their submissions alone. This too 
reflected the inadequate knowledge that the XSC was able to glean about 
the progress being made through TVEI, and the inability of the 
Commission to work collaboratively with the LEAs. 
In retrospect, the various extension stages of TVEI probably occurred 
too rapidly. Whilst the XSC was able to deal adequately with the 
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initial group of 14 pilot schemes, they had neither the structures nor 
the personnel to deal with TVEI on a national scale. This meant that 
their control over the Initiative diminished, and the capablli ty of 
their advisers and officers genuinely to monitor and encourage 
developments was considerably reduced. As Kerson and Bell (1987) have 
pointed out, when referring to certain difficulties encountered by one 
of the TVEI projects that they were evaluating: 
'The MSC has perhaps not been as effective a guiding force in this 
respect as it might have been ... .. a firmer guiding hand from the MSC 
could have avoided the worst difficulties which the projects faced 
and would have provided much needed early advice and assistance. 
(Merson and Bell 1987 p47) 
Neither did it appear possible to use the results of national and local 
evaluation to influence and direct the changes that were occurring in 
TVEI. In some cases this led to proj ects repeating the same mistakes, 
and coming up against problems that other projects had already solved. 
There was certainly evidence of a considerable 'reinvention of the 
wheel' in TVEI, despite the stress that had been placed upon the 
dissemination of good practice (Fiddy and Stronach 1987). 
A consequence of the lessening of the MEC hold over TVEI was that local 
practt ttoners, particularly in the insU tuttons, were able to take a 
more pro-active role in the development of the Initiative. In many 
ways this had considerable benefits, since the schemes tended to lose 
much of their perceived threat, and became more acceptable to the 
practitioners to develop and own. 
In some LEAs, this 'grass roots' surge was encouraged by the MEG, 
because it made development simpler, and assisted staff in engaging 
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more in INSET and curriculum development work. Indeed the lessening of 
the Y.SC control over TVEI could be interpreted as part of the 'pump-
priming' philosophy used by the Commission, which gave considerable 
support to schemes at the start but decreased as they began to succeed. 
In cost terms, this was very acceptable to the KSC, since it allowed 
the TVEl Unit to deal with a larger number of projects whilst still 
employing roughly the same number of people; however, in development 
terms this strategy was probably marred, since it produced other sets 
of tensions for the parties involved, which reduced the effectiveness 
of TVEI. These will be referred to later in this Chapter. 
As a result of the greater ownership of TVEI by local practitioners, 
the changes taking place at the periphery became more idiosyncratic, 
and there was an even greater variety of innovation. Al though the 
commitment by teachers to developing the TVEI criteria increased, the 
outcomes were more in line with the teachers' perceptions rather than 
those of the ){SC. TVEl became more than the interpretation of 100 
LEAs. It grew into the interpretation of some 500 insti~utions. The 
amount of freedom given to institutions to develop their own ideas did 
depend, however, on the LEA context. Dale (1980) argued that the 
actual scope for real variation in TVEl was limited by the very nature 
and ideology of the lni tiati ve as originally determined by the MSC. 
However, because the MEC was insufficiently equipped to monitor 
insti tutional changes, there was still a considerable variation from 
the anticipated outcomes. 
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Although the changes occurring within LEAs probably did have an effect 
on the MSG's view of TVEI, there was little clear indication given to 
LEAs by the TVEI Unit about which projects were regarded as having 
acceptable development programmes. This may have been because the MSG 
had no real way of knowing. The problems for the MEG, produced by a 
lack of personnel with expertise to monitor, support and evaluate TVEI, 
had a profound effect on the Initiative. This theme will be taken up 
again in Chapter 9. 
The change of ownership of the Initiative was a significant factor in 
the history of TVEI. Harland (1987b) has defined what she sees as the 
'paradox of control': 
On the one hand, 'strong central control of a kind which has 
permitted the detailed intervention of a central governJDent agency 
right down to the level of the classroom', on the other, , a teacher 
response which is, in many pilot schemes, creative and innovative, 
and often indeed experimental and downright risky'. 
<Harland 1987b page 43) 
This concept of dual control has already been reflected in the 
discussion in the last section, for it became apparent during this 
research that the tensions between the KSC and the TVEI institutions 
tended to relax as the Pilot developed, and as a more 'grass-roots' 
innovative style was introduced. While this, in part, reflected a lack 
of capabil1 ty by the MSC to maintain a control over TVEI, it also 
pointed to the fact that, while the MEG had had considerable experience 
of training schemes, their knowledge of education was limited, and they 
were more readily influenced, therefore, by practitioners in the 
classrooms. Indeed, it might be argued, that, as the scheme developed, 
the i nfl uence exerted by the MSC tended to be more concerned wi th 
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stimulating change and reducing inertia, than in merely seeking a 
compliance with the more narrow criteria at first laid down for TVEI. 
Senker (1986) has argued that the real lack of objectives, as distinct 
from aims and criteria, on a national level, caused problems in 
monitoring and evaluating developments. While the objectives for TVEI 
pilot schemes were set at district level, these tended to be specific 
to the individual needs of LEA projects, and served only to add to the 
variety of development <Pring 1985). The management of TVEI tended to 
reflect the tensions between the centre and the periphery of the 
Ini tiati ve and, as will be argued in Chapter 9, this eventually 
resulted in an equilibrium being generated between the two extremes, 
which was largely conditioned by the relative management styles of the 
major participants involved. 
4.2 THB ROLES OF CHAIGB AGEltS II tVEI. 
The mechanisms for innovation used by the XSC had consequences for the 
change agents involved in the process. A number of writers have 
produced change agent role classifications (eg Hoyle 1970 and Jones 
1969), and Havelock (1969) has distinguished nine possible roles that 
an agent might fulfil: 
Conveyor, consultant, trainer, leader, innovator, defender, 
knowledge builder, practitioner and user. 
The 'Linkage Model' of curriculum development has been discussed in the 
previous Chapter. Havelock (1969) has recognised that these roles, 
which could be seen operating wi thin this particular model, seldom 
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occur in isolation, and that at anyone time a change agent will 
possibly be fulfilling several of them simultaneously. The particular 
roles which a change agent develops will also be conditioned by the 
particular User system and Innovation system involved <Bolam 1975). 
Another typology has been proposed by Lippitt, Watson and Westley 
(1958), in which change agents could be seen: 
(a) Diagnosing the nature of the client system's problems. 
(b) Assessing motivations and capacities to change. 
(c) Appraising the agent's own motivations and resources. 
(d) Selecting appropriate change objectives. 
(e) Choosing an appropriate helping role. 
(f) Establishing and maintaining the helping relationship. 
(g) Recognising and gUiding the phases of the change process. 
(h) Contri buting to the development of the basic skills and 
theories of the profession. 
(i) Choosing the specific techniques and modes of behaviour 
which will be appropriate to each progressive encounter in 
the change relationship. 
Hoyle (1970) has argued that two further elements should be added to 
this list: 
(j) Achieving an appropriate terminal relationship with the 
client system. 
(k) Providing or recommending forms of support for the on-going 
innovation. 
These typologies demonstrate a clear consensus of opinion about the 
possible roles taken by change agents. TVEI was in many respects, 
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however, a new type of innovation, it will be argued that the roles of 
the change agents involved with this initiative are not entirely 
congruent with either list. There were a number of different 
categories of change agents supporting TVE! who tended to operate in a 
variety of different ways. These change agents operated from and 
within, the MSC, the LEAs and the institutions, and also from external 
agencies such as the universities. 
The XSC itself was mainly a change agent at LEA level; the contract had 
been drawn up with the LEA, the submission belonged to the LEA, funding 
was provided to the LEA, the LEA managed its own scheme and it was the 
LEA, and not its institutions, that was accountable to the XSC for the 
ways in which TVEI developed. It was the LEA, therefore, that was most 
closely involved with the principal change agent, the XSC. It was 
generally at LEA level that innovation was most posi ti vely adopted. 
The TVEI contract was a considerable incentive in itself for changes to 
be introduced, but this was also supported through the intervention of 
Reg10nal Advisers and C1vil Servants operating on behalf of the TVEI 
Unit. These people worked mainly at LEA level rather than with 
individual institutions. There were also indications that the Regional 
Advisers were able to operate as change agents within the MSC itself. 
Although the TVEI Unit tended to operate strictly in accordance with 
the guidelines which had been laid down by the National Steering Group 
for the Initiative, the professional views of the Regional Advisers 
were sometimes effective in encouraging different interpretations of 
these guidelines. 
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As far as the schools and cOlleges were concerned, however, the MSC had 
been unable to achieve much direct impact at this level. It was the 
LEA which became the principal change agent for them. This was not, of 
course, a new role for some LEAs. For others, however, this far more 
direct and overt involvement in the affairs of their institutions was a 
new departure. This caused problems in a number of cases, since most 
LEAs did not have the resources to achieve a high profile in curriculum 
development and project management at the institutional level. The 
capabilities of the LEAs to monitor and evaluate the developments 
taking place were also severely limited, and the administrative 
capacity required to cope with a large scale innovation was not usually 
available. LEAs, therefore, created new management structures, using 
TVEI resources, in an attempt to meet these demands. 
In terms of the roles which Lippitt, Watson and Westley (1958) and 
Hoyle (1970) have suggested that change agents might fill, the majority 
of those directly involved with TVEI were concerned with attempting to 
ensure that the criteria were implemented and delivered within the 
framework of the LEA's submission. 
act! vi t1 es were: 
Hence the major change agent 
diagnosing the problems of the schools and colleges, 
selecting appropriate change objectives, 
choosing appropriate helping roles, 
establishing and maintaining the helping relationship, 
recognising and guiding the phases of the Change process, 
providi ng or recommendi ng forms of support for the on-going 
innovation. 
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In addition, since some of the change agents were directly concerned 
with the delivery of the TVEI contract itself, they were often found 
to: 
stress the need to achieve the required objectives, 
encourage the efficient use of resources, 
set up sub-structures to assist with the developmental 
processes, 
encourage the use of evaluation as a mechanism for assisting 
with development and accountability. 
The ways in which the various change agents undertook these different 
roles will be considered in the following sections. 
4.3 LEA CBAIGE AGEITS. 
Within a majority of LEAs, the main Change agents were the TVEI project 
co-ordinators and their central TVEI teams (curriculum co-ordinators 
and advisory teachers). LEA advisers and inspectors did not always 
have a high profile in this respect, because many of this group were 
subject specialists, for whom TVEI was not an obvious interest. Thus 
they were excluded. TVEI was a cross-phase Initiative (and hence fell 
outside the immediate brief of many secondary or Further Education 
advisers), which was perceived as being just another small-scale 
innovation, with a limited life, and therefore not of any great 
consequence. Sims (1989) has commented: 
, Few reported that LEA support on the educational details of the 
Initiative had been consistently adequate'. 
(Sims 1989 p17) 
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As a result, TVEI co-ordinators often had considerable power since they 
assumed the position of experts in this area, and had the resources to 
back them up. This did pose problems. For instance, when the 
Extension of TVEI was announced, and LEAs perceived, perhaps for the 
first time, that TVEI was not just another small-scale development but 
rather one which had the potential to create a considerable impact, any 
previous failure of advisers and inspectors to become involved with 
TVEI, led to the prejudicing of an LEA's opportunities for early entry 
into the Extension phase. The MSe viewed such failure as a lack of 
real commitment to TVEI by those LEAs affected in this way. 
a) The TVEI Project Co-ordinator Role. 
The frequent lack of LEA adviser input into TVEI meant that the role of 
the LEA TVEI co-ordinator became central to the development of the 
Initiative within institutions. These individuals became the key peope 
in encouraging 
criteria that 
change. It was often their interpretation of the TVEI 
had the fundamental impact on the ways in which 
Authorities developed their schemes. Lloyd (1985), for instance, has 
described the project co-ordinators as the 'key' figures in line 
management terms, being expected to: 
report directly to the Director of Education and to be 
responsible for the implementation, development and operation of 
the scheme, 
support the project's Steering Committee by submitting regular 
reports relating to the scheme, 
liaise between the MSC, the LEA, and the schools and colleges. 
lead a team of support staff within the Authority, 
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act as a spokesperson for the project through the local media, 
vOluntary organisations, Parent Teacher Associations. 
The major task initially for the co-ordinators was to set up their TVEl 
schemes and to get these under way. Surprisingly, this was not always 
done in close consultation with LEA officers, since once the submission 
had been made and accepted, many Directors of Education seemed to 
assume that it was then merely a matter of delivery. In fact the task 
was far more substantial than this, and the success that co-ordinators 
had depended upon their ability to create and maintain operating 
systems. They frequently achieved this objective through small central 
support teams, which initially, however, provided only administrative 
back-up. Co-ordinators worked closely with the MEC (which in a sense 
was their paymaster), and with those schools and colleges which were 
involved directly with the scheme; their impact on other institutions 
was far less, since these did not provide the same entry route for the 
co-ordinators. Their role initially was also involved with public 
relations, and co-ordinators spent a considerable amount of their time 
talking with parents, industrialists and elected members. As pointed 
out previously, TVEl was a contentious initiative, and the MEC was keen 
to promote a better image for the scheme. 
In addition, it was observed that project co-ordinators needed to: 
(i) have a view and an understanding of the whole 14-18 
curriculum, 
(11 ) 
(111) 
be capable curriculum developers, 
have considerable managerial and organisational flair, 
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(iv) demonstrate personal skills and credibility among other 
highly influential people, 
if they were to successfully implement TVEI. The facilities available 
to proj ect co-ordinators often led to their becoming able to control 
and encourage change, backed by the resource-led criteria laid down by 
the HSC. However, when these people were first appointed they did not 
generally have the necessary repertoire of skills to fulfil all these 
roles, and hence they had to grow into their new position. Sims (1989) 
has argued, from his evaluation of TVEI Projects, that: 
'Co-ordinating rVEI projects was an experiential learning process'. 
(Sims 1989 p14> 
Some co-ordinators, of course, never acquired the full range of skills, 
while others brought different skills to bear. The eventual success of 
the co-ordinators depended, then, upon their management abilities, and 
how well aspects of their work were delegated to others. Needless to 
say, not all co-ordinators did fill the role adequately. However, 
those that were able to persevere and succeed often found their career 
prospects considerably enhanced. The Project Co-ordinator in 
Warwickshire, for instance, was promoted to a Senior Inspector post 
within the LEA, and a number of others went on to headships or joined 
Her Majesty's Inspectorate. 
In most respects, the combination of roles required by a co-ordinator 
was a new portfolio for LEA personnel, and there was a clear lack of 
understanding about the development of such a position. Lloyd (1985) 
acknowledged that LEAs recognised the importance of the role by making 
appointments at Headteacher Group 9 or 10 salary levels. It will be 
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pOinted out later, however, that this was not always the case, 
particularly in the early days, and this did have an effect on the 
development of TVEI locally. In most cases, because the co-ordinator 
role was outside the experience of most LEA officers, appointments were 
made from senior teachers in large secondary schools, or from LEA 
advisers (often on a secondment basis>. This was the position in all 
five TVEl projects being evaluated by the University of Warwick. 
LEAs often allowed their co-ordinators considerable freedom of 
manoeuvre, perhaps because the role was not fully understood, and 
because many co-ordinators saw themselves as much servants of the MEC, 
as of the LEA. This was also encouraged by the MSC. Lloyd (1985) 
considered that the ability of the co-ordinator to influence change 
stemmed from: 
(i) his ability to control the implementation and operation of a 
scheme, 
(11 > 
(111) 
<1v) 
his access to information, 
his expert power as an administrator, 
his ability to control resource allocation. 
The ways in which each of these factors was achieved affected the 
success individual co-ordinators had. There were no existing role 
models on which the incumbents of the posts could mould themselves, and 
hence there was a considerable amount of rapid and idiosyncratic 
development. Some common approaches were later introduced through the 
intervention of Regional TVEI Advisers, and by the setting up of 
regional TVEl co-ordinator networks. Ini tially the co-ordinators 
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ploughed their own furrows and developed their own particular 
operational strategies. As a result of this isolation, opportunities 
for sharing with other TVEI co-ordinators were often quickly seized 
upon, and something akin to a TVEI 'Club' emerged in some parts of the 
Country. This not only provided mutual support to the co-ordinators 
involved, but also reinforced the discreteness of the initiative with 
which they were associated. 
It is necessary at this point to distinguish between the management and 
administration functions for which co-ordinators were responsible. 
Some co-ordinators saw their role as primarily a management one (ie 
getting the aims and objectives of their TVEI scheme achieved through 
other people), while others saw their task as a more administrative one 
<ie maintaining the various systems and resources, while letting others 
undertake the management of change role>. In most cases co-ordinators 
undertook both funct10ns to some extent at different times, although 
the ways in which they did this were critical to their success. While 
it is difficult to generalise, this research has indicated that where 
co-ordinators undertook a mainly administrative function, TVEI projects 
tended to be less innovative than those in which co-ordinators took the 
lead in managing change. While co-ordinators who undertook an 
administrative function seemed to be able to influence LEA officers 
more than their 'manager' counterparts, the latter appeared to have 
more influence on the work of the practitioners in the schools. 
It was often possible for co-ordinators to act independently within 
their LEAs, particularly if their approach was supported by the XSC's 
-137-
philosophy. This situation led initially to an estrangement of TVEI in 
some LEAs: Lloyd (1985), for instance, in relation to Herefordshire and 
Vorcestershire TVEI, commented that the autonomy of the rVEI Unit was 
such that it could have become an isolated part of the education system 
in the County. The role of the rVEI co-ordinator, therefore, was one 
which could give rise to potential conflict. Vi thin LEAs, there was 
obvious overlap with the work of both officers and advisers, and within 
the institutions, with the role of the headteachers and principals. 
The unique nature of the co-ordinator role, however, meant that, 
frequently, there was an ill-defined line-management structure, and co-
ordinators found themselves operating in a somewhat isolated, yet 
powerful, position. 
As LEAs gradually realised that TVEI was not going to be a short term 
digreSSion, but rather a universal scheme lasting for up to ten years, 
they began to assimilate their co-ordinators more into the structures 
of their Education Departments. Since TVEI was developing into a 
mechanism for encouraging change, this led to them becoming key 
personnel in determining future LEA policy, particularly within the 14-
18 phase. 
, Politicians, J(SC and LEA officers know the complexities of the 
adoption process; practitioners know the complexities of the 
implementation process .... the task of bridging the divide is the 
province of the project co-ordinator who is the key change agent in 
rVEI schemes. 
(Sims 1989 p3) 
The management pos1 tion of co-ord1nators in the LEAs, however, was 
often ambivalent. On the one hand their role was partly advisory, while 
-138-
on the other it was administrative and concerned with the 
implementation of policy. As a result, some co-ordinators became 
members of advisory teams and also in some cases of officer groups in 
their LEAs. It is interesting to note that wi thin TVEl Extension a 
number of LEAs opted to appoint Advisory Officers for TVEl (eg 
Suffolk>, thus attempting to combine the two functions. 
Since TVEI co-ordinators had had considerable involvement with, and 
ownership over, the developments taking place in their projects, and 
had invested a great deal of 'themselves' into their schemes, any 
ini tial uncertainties that they might have had about the Ini tiati ve 
seem to have been rapidly dispelled. As a result, it was highly 
unusual to find any TVEl co-ordinators who had any real doubts about 
the values being promulgated through TVEl. 
b) The TVEl Central Team. 
In addition to the project co-ordinator, TVEI proj ects also employed 
central support staff (Hinckley 1988). The nature of these teams 
varied between projects. All projects recruited clerical staff to 
assist the co-ordinators with their administrative responsibilities, 
but the amount of curriculum and professional support provided 
centrally was often quite small. The make-up of the central teams 
often reflected the curriculum emphasis within TVEI projects. All of 
the projects considered in this thesis had staff appointed to support 
the installation and management of the new technology being introduced, 
and to assist with the organisation of specific features of TVEI 
schemes such as work experience for pupils. The need to introduce 
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computer networks into schools, 
essential by all the projects, 
support was provided centrally. 
and to maintain them, was seen as 
and in two of the LEAs technician 
In the third LEA, the technician 
support was provided in each individual school. In order to assist 
wi th the deli very of work experience schemes, particularly in those 
schools that had had no previous involvement, careers officers for TVEI 
were appOinted in twa of the LEAs. In fact, because the level of 
centrally provided professional support was 11mi ted, same of these 
people became unofficial assistants to the project co-ordinators, 
providing administrative and managerial support in ways that they had 
not been recruited for. In the third project, the same sort of support 
was provided by a person who had been appointed to deal with curriculum 
development issues. As TVEI developed, and the need for more central 
support was recognised, the teams were frequently augmented by advisory 
teachers. 
4.4 IISTITUTIOIAL CHAIGB AGEITS. 
One of the problems, when attempting to analyse the nature of 
innovation at the institutional level, is that institutions vary 
considerably in their interest in undertaking the change, and in their 
capability to achieve it. 
college are the result 
The characteristics of a single school or 
of the interactions of a wide range of 
profeSSionals with different backgrounds and aspirations, who are 
working towards a whole series of possibly disparate goals with a 
broad spectrum of client groups. As a result, it is not easy to 
generalise from the particular case. The power of the headteacher to 
determine the overall direction that a school will take needs to be set 
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against the fact that schools are staffed by professionals who have 
their own personal and private agendas for action. It has to be 
acknowledged that collectively schools have diffuse goals and that the 
professionals in the schools would not necessarily agree with all of 
those anyway. It was possible to find situations in which the aims 
and objectives of TVEI were accepted by some teachers in a school and 
not others; where the aims were being introduced into some classrooms 
and not others; and where some teachers were introducing TVEI against 
the advice of the headteacher. Although headteachers have considerable 
power, their ability to stifle innovation, particularly if this were 
strongly supported by the LEA, is comparatively weak. Conversely, some 
teachers failed to introduce TVEI effectively, despite the support that 
their headteacher gave to the Initiative. 
The low degree of consensus of opinion among teachers, about the aims 
and processes of education, probably assisted the MEC and the LEAs in 
introducing TVEI, since teachers in anyone school tended not to act 
collectively to oppose the scheme. Indeed, despite the negative 
reactions to TVEI nationally, the teacher associations themselves did 
not actually advise their members on how they should respond to the 
Initiative. However, despite this, it also has to be acknowledged that 
most institutions have a collective cohesion which tends to create a 
corporate identity for its members, and that this can become a 
substantial barrier to externally generated innovations. 
• Any organisation will develop a strong in-feeling against 
everything that lies outside. There is likely to be some hostility 
towards new ideas if they orientate from outside. ' 
(Bell 1982 p8) 
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When TVEI schemes started in the LEAs, the aims and objectives of the 
Initiative were familiar to only a few people in each project. At the 
insti tutional level, it was quite possible to find that nobody was 
familiar with the aims. In a number of cases, schools had been 
selected by their LEAs for inclusion in the proposed TVEI scheme with 
little or no discussion having taken place with the institutions 
concerned. Where schools had been invited to bid for entry, there was 
often a poor understanding of what was intended, because of the speed 
at which the bids had to be completed. These outcomes led to unease 
wi thin the institutions, and made the management task of the central 
TVEI staff potentially very difficult. A consequence of this, 
therefore, was the need to identify and involve change agents in each 
of the institutions as soon as possible. Where headteachers had been 
included in the discussions over the entry of their schools into TVEI, 
it was quite likely that they would wish to develop the Ini tiati ve 
further, and quite commonly they became important change agents 
themselves. If, however, this was not the case, and headteachers felt 
that TVEI was being imposed upon them, and that their autonomy to run 
their own schools was being threatened, they became important gate-
keepers, and ones who frequently resisted or subverted any new 
ini tiati ves. For most teachers in the schools, TVEI was an unknown 
quantity. In many cases they felt that the changes taking place would 
not have any direct effect upon them anyway, since initially TVEI had 
tended to target only certain areas of the curriculum. In fact, 
however, many of the teachers working in these areas had themselves 
only heard of TVEI for the first time when they were invited by their 
project co-ordinator to submit schemes to bid for resources, and hence 
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for them, TVEl was often welcomed as a windfall. A result of this 
differential funding was that some teachers, who were not involved, 
then became critical of the way in which TVEl was seen to be 
advantaging only certain areas of the curriculum. As a result, among 
the staff of a school, groups of teachers appeared who were either for, 
against or neutral as far as TVEl was concerned, and these groups then 
played important roles in the way in which TVEl developed in that 
insti tution. Each institution was invited to nominate a co-ordinator 
to work on the introduction of TVEl and to liaise with the LEA's 
central team. The ways in which these people worked, and the roles 
they filled, will be discussed more fully later in this Chapter, but 
clearly they were potentially important change agents in the whole 
process. They were also significant in determining the reaction of 
schools towards the project. 
The response of individual institutions towards their entry to TVEl was 
conditioned by a large number of features, paramount among which were 
the attitudes of: 
the headteacher and senior staff, 
the key gate-keepers, including those Heads of Departments who 
had not benefited from TVEl funding, 
the key change agents, including those Heads of Departments that 
had benefited, and the institution's rVEl co-ordinators. 
The importance of these responses was that they affected the ways in 
which institutions interacted with the TVEl central team, and taken 
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together, they produce a collective response to TVEI to which Dale 
(1986) has referred as the 'TVEI Effect'; he considered: 
- the institutional reactions to the TVEI guidelines, 
- the interpretations that were subsequently offered, and 
- the prominence which the scheme was given. 
He referred to the prominence of TVEI in individual institutions as the 
'salience' and he considered that it had three principal measurements: 
(i) the identity of TiEl in the school, ie how well publicised the 
scheme was, how much stress it was given, and what the audience 
for the marketing strategy was, 
(11) the integration of TVRl in the school, ie how separate the 
groups for TVEI were; for instance, whether they were a separate 
class with separate accommodation. In addition, how far those 
teachers not directly involved with TVEI were introduced to its 
developments, 
(iii) the compass of TVEI in the school, ie how far it penetrated and 
influenced the rest of the school, eg in timetabling terms. In 
addi tion how far the 'infection' of non-TVEI pupils, by the 
processes affecting the TVEI cohort (for instance profiling, 
Active Learning and work experience), occurred. 
There appear, however, to be a number of limitations to this 
particular definition of salience: 
(i) It does not take into account the nature of the relationship 
between the LEA and the school, particularly in terms of the 
control mechanisms which were being exerted. For instance, 
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in an LEA which had become accustomed to directing change 
within its institutions it would have been possible to find 
all these features in existence, and yet to observe that 
rVEI was in actuality given little real status by the staff. 
(ii) Where the style of the headteacher was autocratic, it would 
again have been possible for all these features to be 
operating without the staff having any real ownerShip over 
the Changes taking place. 
(111) These particular features are dependent on the ways in which 
the TVEI criteria are interpreted. For instance, it could 
be argued that the MSC actually encouraged the maintenance 
of a discrete cohort of pupils in a school and did not want 
the scheme to be overmarketedj a school, operating according 
to that interpretation of the guidelines, might then have 
been regarded as demonstrating a certain philosophy, whereas 
in fact it was merely acceding to a particular 
interpretation of the 'rules'. 
(iv) A number of the objectives of TVEI might have been operating 
already in the school prior to the scheme starting. For 
instance, work experience and pupil profiling both predated 
TVEI, and their existence in the institution would not 
necessarily have demonstrated a high prominence for rVEI. 
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A number of other important indicators of 'salience' can also be 
identified: 
(i) The status given to the TVEI staff in the schooli 
This would have included, for instance; 
the nature of the appointments made to TVEI posts in the 
school; in particular whether the posts had been advertised 
in the first place as attractive, high status positions, and 
whether the appointments made had been internal or external 
to the school, 
the amount of influence that TVEI staff were permitted to 
have within the overall planning cycle for the school, 
the general influence that they had, both ofUc1ally and 
unofficially, in the school. The degree of unofficial 
influence would have been very much conditioned by the 
perce! ved status of these individuals among other staff. 
The number of appointments made to TVEI posts, of teachers 
wi th known standing at this sort, would also have been a 
critical indicator of the prominence of TVEI in the school. 
(11) The status given to • TYEl subjects· t such as Technology and 
Business Studies. 
This could be related to how far the status existed before 
TVEI started and how far it was extended afterwards. The 
measure of status here could be linked not only with issues 
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such as ti meta bl1 ng, but al so wi th the promi nence gi ven in 
the school prospectus, and in the allocation of staffing 
allowances and other resources to these areas of the 
curriculum. 
Despi te the reservations about Dale's concept of 'salience', in its 
extended form, it does provide a useful structure for analysing 
institutional reactions to TVEI, and will be used in Chapter 6 to 
assess the reactions of the various institutions in one LEA to the 
Initiative. It is important to realise also, that the effect that the 
Ini tiati ve might have on an institution is conditioned by more than 
just the pressures emanating from the project and the MSC. There are 
both gate-keepers and change agents within every institution, who will 
affect the process of adoption of change. Dale (1985) recognises that 
the process of change was not wholly dependent on persuasion and 
marshalling of voluntary effort in the schools, since LEAs and schools 
were contractually accountable for the changes they proposed to make. 
He argues that because of the coercive nature of TVEI, it was the 
school that had to adjust to the innovation rather than the other way 
around. The issues which seem to be of vital importance here, however, 
are: how far any adj u6tment to TVEI actually occurred, how 
institutionalised the resultant changes became, and whether the 
innovation was modified by schools to satisfy their own purposes. 
It was at the level of the individual institution that the contractual 
obligation to TVEI was weakest, particularly in those LEAs in which 
institutions had had little real say over their involvement in the TVEI 
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scheme in the first place, and where no real obligation on the part of 
the school to the LEA existed. The roles of the institutional change 
agents were vital in these cases, as was the relationship the change 
agents had with the central project co-ordinator. The roles undertaken 
by the headteachers and principals were particularly crucial. 
a) THE HEADTEACHER/PRIICIPAL ROLE II TVEI. 
The potential power of the headteacher of a school (Sikes 1986) means 
that at the institutional level heads will be the prime gate-keepers, 
ie they will make the major decisions about which changes to make -in 
their schools, and which ideas to introduce from outside. Bolam (1975) 
has recognised that these same individuals may also be the prime change 
agents, at least as far as the staff of the institutions are concerned, 
and they will often be paramount in encouraging and facilitating 
change. 
Attitudes of headteachers towards TVEl varied considerably, Sikes and 
Taylor (1987) argued that the introduction of TVEI into their 
institutions was seen by some headteachers as threatening a reduction 
in their autonomy. This could well have resulted, in the pilot stage 
of TVEI at least, from: 
(i) the closeness with which headteachers had to work with the 
project co-ordinator, an individual who some might have seen 
as a potential rival for control of this aspect of the work 
of their school (Beattie 1986), 
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(ii) the imposition, placed upon headteachers, to develop a 
scheme along lines laid down by an outside agency, 
(111) the possible consequences of having certain departments, 
staff and pupils in their schools being seen as separate 
from the rest of the school (the 'enclave' effect, Saunders 
1986) , 
<tv) the accountability element resulting from being regularly 
monitored, evaluated, and assessed. This could have 
implied an expectation, by those outside the inst! tution, 
that the aims of the scheme would need to be seen to be 
delivered (Sikes 1986, Sikes and Taylor 1987). 
The imposition of TVEl by some LEAs did affect the way in which 
headteachers reacted. The actual outcome was a function of the 
previous relationships which existed between the school and the LEA. 
Sikes (1986) has argued that there could have been a diminution of the 
headteacher's authority, as a result of TVEI, over: 
what goes on in the institution, 
when it takes place, 
how staff are deployed, 
which students take which courses, and 
the allocation and the use of resources. 
Various tensions arose in many schools as a result of TVEl, and this 
list provides some examples of these. This became a particularly 
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important feature where TVEI project co-ordinators, who saw it as their 
role and possibly their duty to ensure that things did happen as a 
resul t of TVEI, 
lni tiati ve in 
were determined to take over the management of the 
the schools themselves, thus threatening the 
headteacher's autonomy. In effect, because of the cross-curricular 
nature of TVEl, and the emphasis that it gradually came to place on 
process rather than output, there were few management aspects of a 
school into which the TVEI co-ordinator could not have encroached. 
Where LEAs had previously been pro-active in encouraging change within 
their institutions, headteachers seemed to feel less threatened than in 
those LEAs in which headteachers had had considerable autonomy. 
1) TYEI and tbe Headteacber. 
In addition to the school-LEA relationship, Lines and Stoney (1989) 
commented that they found headteachers to be the dominant people in 
encouraging change to take place in their institutions, and identified 
the key roles which they played in faci11 tating the introduction of 
innovations. The ways in which headteachers reacted to TVEl were 
dependent upon a great many factors, eg: 
their view of TVEI, 
their management styles, 
their confidence in their own leadership capability, 
their acceptance of shared developments with other institut1ons, 
their previous relationship with the LEA. 
In addition to those features identified by Lines and Stoney, the ways 
in which headteachers viewed the whole curriculum, and in particular 
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how they saw that curriculum being delivered to all children, were of 
key importance, since TVEI might well have been acknowledged as a 
di visi ve scheme. Another significant factor was the extent to which 
headteachers saw their schools relating to their local community, as 
defined by parents, industrialists and other interested parties, 
because TVEI could have been interpreted as an ini tiati ve that was 
intended to further this particular objective. As a consequence, 
therefore, the ways in which TVEI was developed in different 
institutions were greatly affected by the attitudes of the 
headteachers. For instance, those heads who were confident of being 
able to contain TVEI wi thin their own educational vision and who had 
developed management styles that had been successful in moulding their 
teachers together into coherent units, were likely to adopt the 
ini tiati ve without too many qualms. However, according to Saunders 
(1985), the manner in which factors, such as those considered 
previously, influenced the attitudes of headteachers towards TVEI were 
critical to whether the scheme became: 
(1) Contained 
(ii) Accommodated 
or brought about: 
absorbed by the existing school pattern, 
adapted to fit the general shape of the 
existing pattern, 
(iii) Adaptive Extension - in which TVEI was used to Change the 
whole curriculum. 
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This is a rather limited categorisation, since it ignores the 
possibility of the institution and the project developing together in a 
mutually beneficial way ('Iutual Development'). The actual position in 
an institution was often a combination of the modes proposed by 
Saunders, and was found to depend upon the particular stage in the 
development of TVEI, and the circumstances which were influential. 
Headteachers accepted involvement in TVEI for their own personal 
reasons, for instance: 
the available funding; 
opportunities for change; 
the anticipated kudos; 
to comply with the LEA's demands, 
and Gleeson (1987) has argued that the particular typology proposed by 
Saunders (1985) is too static to consider past movement or future 
intentions. Although this has also been borne out in this research. the 
typology does provide a useful model for analysing change in relation 
to TVEI, and will be used in Chapter 6 to consider the important role 
headteachers had in encouraging adoption or rejection of the Initiative 
within their institutions. 
ii) Headship styles. 
There is a considerable 11 terature about this topiC; for instance, 
Baron G (1956), Bernbaum G (1970). Cohen L (1970). Hoyle E (1968). 
Hughes M (1972), Lewis C (1967), and Westwood L (1966) have all 
commented on the ways in which headteachers operate. Al though a 
complete study of these texts is beyond the scope and purpose of this 
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thesis, Sikes, Measor and Woods (1985) have, in relation to TVEI, 
identifed four ideal types of headship: 
Traditional Authoritarian. 
Heads in this category will make all the major decisions about 
the aims and purposes of their schools, and will determine the 
manner in which their schools operate. They see their status 
giving them the authority to operate in this way. 
Partici pati ve. 
Heads in this category will work closely with the staff of their 
schools to agree shared aims and obj ecti ves, and to develop a 
collegial style of management. They see themselves as being the 
leading members of professional teams. 
Charismatic. 
Heads in this category will attempt to lead their schools 
through the power of their personalities. They see their 
authority emanating from their wisdom and experience rather than 
from their position of responsibility, and anticipate that staff 
will follow their lead. 
Bureaucratic. 
Heads in this category tend to rely upon the LEA, or other 
outside body, to determine the aims of their schools. They see 
their role as being to ensure that the administration of the 
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school is adequately dealt with, and that the various systems 
operate effectively. 
Sikes (1986) has argued that the way in which TVEl was implemented in a 
school was critically dependent on the particular style adopted by the 
headteacher, since this determined the way in which the head viewed the 
changes taking place. and also defined the status and functions of the 
various staff in the school in relation both to TVEl and to the LEA. 
The typology produced by Sikes, Measor and Woods (1985) presents a 
rather restricted view of headship styles, since the approaches used by 
headteachers will vary with time and purpose, and can and do involve a 
combination of all the styles identified. Hughes (1975) has argued 
that heads fulfil two distinct roles: 
'The secondary school head is the chief execut1ve of a 
professionally staffed organisation and may also be regarded as the 
leading professional of that organisation'. 
(Hughes 1975 p301) 
In relation to the present discussion, the notion of the 'leading 
professional' is a useful one, since Hughes has identified this concept 
as having two dimensions: 
(1) a traditional dimension, which is related to the regular 
teaching commitments of headteachers, and their pastoral 
relationships with staff and pupils, 
(ii) an innovating dimension, which is an indicator of the head's 
openness to external professional influences. 
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Furthermore, Hughes (1975) has demonstrated that while these two 
dimensions are largely independent of one another, the degree to which 
they are apparent in the professional work of headteachers, gives rise 
to four distinct styles. The characteristics of these headteacher 
styles are important, since they provide another set of parameters 
against which to analyse the reactions of those headteachers involved 
with TVEI. 
Category 
: (a) The Abdicator 
: (b) The Traditionalist 
: (c) The Innovator 
: (d) The Extended Professional 
: traditional 
dimension 
low 
high 
low 
high 
innovating 
dimension 
low 
low 
high 
high 
Whereas 'Extended Professionals' will be both highly involved in the 
day-to-day act! vi ties of their schools, and in the importing of new 
ideas and developments from outside their insti tuUons, 'Abdicators' 
will resist introducing changes from outside and will not get involved 
in daily routines. While 'Traditionalists' will resist changes 
emanating from outside their schools, they will become involved in day-
to-day events. 'Innovators' will see their major role as bringing new 
ideas into their schools, and they will be less involved in the day-to-
day affairs of their institutions. 
A number of issues arise from a further consideration of this 
typology: 
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heads could respond in different ways at different times in 
their headship, due to their changing perceptions of the needs 
of their schools, 
their role would be conditioned by the nature of their senior 
management teams and the ability of these teams to share in the 
headteacher's tasks, 
some innovations are likely to appeal more to some heads than 
others - innovations linked to classroom practice might be 
expected to appeal more to the the 'Traditionalist' head than 
would changes in management information systems (XIS), for 
instance. 
None-the-Iess, despite these reservations, the typology will be used in 
the next Chapter to consider the reactions of the headteachers in one 
TVEI project. One hypothesis that will be considered again at that 
stage is that, although TVEI might initially have been more easily 
accepted into a school with an 'Innovator' head, when TVEI became more 
associated with classroom issues, the Initiative would then have become 
more acceptable to a 'Traditionalist' head. 
A further conclusion that Hughes reached, was that the 'Extended 
Professional' head was more likely to be found in a large school than 
in a small one, and hence it might be antiCipated that TVEI would have 
been more readily adopted into a large organisation than a small one. 
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This will also be considered later, by analysing the situation in an 
LEA with a range of different sized schools involved in TVEI. 
lil) Headteachers' Resistance to the Implementation of TVEI. 
When considering change, it is all too easy to create a vision of the 
participants going along with the initiative with little obvious 
objection since, in the case of an innovation which has the support of 
the LEA, those who are most in favour will probably tend to articulate 
their feelings most strongly. In reality, there will be many who 
oppose the change sufficiently to attempt to prevent its occurrence, 
although these will not necessarily demonstrate their feelings in a 
totally overt manner. For headteachers, in particular, this is not 
always an easy thing to do. There could be pressure from the LEA, and 
from some teachi ng staff as well, to undertake new ini tiati ves (The 
high risk-takers), while parents and governors might be more likely to 
be conservative about making changes, and would look to the head to 
innovate only when the results were likely to be successful and to 
unquestionably improve the quality of the education of the children 
(The low risk-takers), It is possible, therefore, to envisage 
headteachers having to steer a pathway between the high risk-takers on 
the one hand and the low risk-takers on the other, and having to do 
this against their own attitudes and beliefs, and their capabilities as 
managers for dealing with the outcomes of their decisions. 
Headteachers would have had their own specific reasons for seeking 
change, eg personal ambition, educational vision, pragmatic management 
needs, and as a result, a number of the heads involved with the 
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projects being considered in this thesis did enter upon TVEl with 
considerable enthusiasm and determination. Others, however, were 
willing to merely acquiesce to outside influences. Some headteachers 
were found to resist the introduction of TVEl in various ways; the 
approaches which were used to achieve this, tended to mirror those 
found by Sikes and Taylor (1987) during their research: 
(a) Public non co-operation. 
(1) 'Abdication' , 
In this case heads gave the responsi bili ty for TVEI to 
someone else, and then withdrew from public involvement with 
the scheme as much as possible. 
(11) 'Working to Rule', 
Heads did what was required of them, but made explicit their 
lack of commitment to the scheme. 
(iii) 'Filibustering', 
Heads in this category maintained a positive public view of 
TVEI, but found as many ways as possible of objecting to 
developments. 
(b) Ion-public non co-operation. 
(1) 'Delegation', 
Heads relegated TVEI to the lower priorities of the school. 
(ii) 'Heeldragging', 
In th1s case heads ensured that admin1strative returns were 
slow to be completed, letting urgent decisions wait until 
later. 
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The attitudes shown towards TVEI by headteachers interviewed during 
this research were very much in line with the categories listed above. 
However, these attitudes were not always consistently held, and were 
not necessarily constant with time or with changing circumstances. In 
addi tion to those strategies for resisting TVEI listed above, it was 
found that the ways in which headteachers decided to support 
innovation, for instance by amending structures in their schools, was 
vi tal. If the head, for instance, refused to co-operate over such 
features as: 
modifications to the option choice programme, 
timetabling patterns, 
extra non-contact time for staff, 
time for meetings, both in and out of school, 
marketing of TVEI to parents and pupils, 
accoJIllllodation, 
time and facilities for profiling, 
acceptance of active learning, 
residential visits, 
then the potential for the success of the innovation was diminished, 
since the opportunities for staff and pupils to operate effectively 
were reduced. 
tv) Influences of rVEI on Headteacher attitudes. 
It has already been shown that heads entered into TVEI for their own 
specific reasons. Sometimes they entered voluntarily, in other cases 
there was a degree of coercion, either from the LEA, or from their 
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staff, or from both. Sikes (1986) has described three main attractions 
of rVEI for headteachers to enter vOluntarily: 
1) The money and resources, 
2) Career opportunities, for both the heads and their teaching 
staffs, 
3) Attraction of students into the school. 
Other features which tended to influence headteachers' reactions to 
rVEI included: 
The changes in Government attitudes to education which occurred 
simultaneously with the Initiative. These have included greater 
parental choice of schools, proposals concerning the 'opting out' of 
schools and the increased powers of governors <particularly those 
representing the local community and parents). These changes, 
together with a falling rolls situation in many schools, tended to 
make Headteachers wary about becoming too involved in situations 
which involved risks to their schools' reputations. Parents and 
governors tend in general to be low risk takers, and the situation 
produced by some of the Government policies on education made many 
headteachers incline this way too. 
The situation caused by falling rolls. This tended to encourage 
greater competition between the schools in an area, which resulted 
in headteachers having to compete with one another for pupil 
numbers. While a school which is successfully innovating presents 
an obvious attraction to parents, it is the success the school 
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achieves that is probably more important to them than the nature of 
the innovation taking place. Heads were often wary about becoming 
too involved with TVEI, which was not only a high risk situation 
involving experimental change, but a controversial educational 
issue. 
Where headteachers did become involved with TVEI, they tended, 
according to Harland (1986), to maintain control over the Ini tiati ve 
ei ther personally or through their senior management teams. They 
therefore maintained their gate-keeper position and took a stance 
between the high and the low risk-takers. They possibly believed that, 
in this way, they could more effectively act as a buffer against the 
potentially radical outcomes of a rapidly 'enforced' change. However, 
Sikes (1986) has argued that, although heads and their management 
approach can influence TVEI, TVEI also has implications for their role 
and power. Some heads reported that they felt TVEI was taking over 
from their capabil1 ty to run their schools as they wished, and that 
outside agencies, including the LEA, were making bids for increased 
control. Despite all the reasons for why headteachers might not have 
wanted to become involved with TVEI, the pressures from an LEA, 
together with the influence of substantial extra resources, and the 
possibility of being in the 'forefront of change', tended to encourage 
heads to apply for TVEI funding, or willingly to accept their LEA's 
offer to become a TVEI School. Headteachers then had to accept many of 
the impositions and constraints placed upon them by the MEC. 
-161-
The attitudes of most headteachers towards TVEI, in the schools which 
form the basis of this research, changed during the course of the pilot 
projects. For some, their earlier concerns were proved unfounded, 
while for others, their initial optimism became reversed. The effects 
that TVEI was seen by heads to be having on their staff and pupils was, 
however, a clear factor in deciding whether their atu tudes towards 
TVEI hardened or not, and whether their initial stance was modified in 
any way. Whether or not TVEI eventually became adopted in a school 
depended on the will of the headteacher to keep the momentum of the 
lni tiati ve gOing, for even the most ardent supporters of TVEI in a 
school staff-room would be hard-pressed to maintain their position in 
the face of a headteacher who had become convinced about the inefficacy 
of the scheme. Without the active support of the senior management 
group led by the head, teachers were likely to find the TVEI innovation 
blocked or discontinued by other staff (Armstrong et al 1989). Thus in 
terms of change agency, the need to convince the headteachers involved 
of the value of the changes produced by TVEI, was essential. This will 
be an issue which is considered further in the next Chapter, both in 
terms of how pilot projects attempted to win support from their 
headteachers, and whether or not they were successful in this. 
b) THE TYEl IISTITUTIOI ~ORDIIATOR. 
With the advent of TVEI, another institutional change agent was 
created: The TVBI institution co-ordinator. Bell (1987) has argued 
that the implementation of TVEI reqUired schools to adopt a new 
approach to managing the curriculum, and meant that a new role, the 
school TVEl co-ordinator, was developed. He also argued that the 
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resolution of the internal conflicts which existed in the school, as a 
result of TVEI, largely occurred through the incumbents of these newly 
created posts. McCabe (1986) has pointed out that the responsi bUi ty 
for seeing that the actual TVEI project was effective within the 
school, fell upon the school co-ordinator. In this sense, therefore, 
it might have been anticipated that the school co-ordinators would have 
had an evaluative role within their institutionsj however, Bell (1987) 
has determined, through his discussions with school co-ordinators, that 
they recognised a need for substantial training in this task. 
The co-ordinator post was one which the XSC required in every TVEI 
institution. However, although this was a stated requirement, the ways 
in which these posts were filled, and the manner in which the 
incumbents operated, were left to the discretion of individual 
projects. The outcome of this has meant that expectations about the 
roles of institution co-ordinators have varied considerably between 
LEAs, and between institutions. Both Bell (1986) and McCabe (1986) 
have argued, however, that the TVEI institution co-ordinator was a 'key 
post' • 
that, 
For instance, McCabe believes that there was general agreement 
in many Authorities, school co-ordinators were the critical 
conductors of the project in their schools. 
The ability of the school co-ordinators to be 'key persons', however, 
depended on the way in which the position was envisaged by the projects 
concerned, and on the freedom of action allowed to them by their 
headteachers and principals. When examining the roles and work of 
different school co-ordinators in different projects, it was clear that 
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there were indeed very different expectations. Different roles were 
being undertaken, and different status positions held, and while these 
depended to some extent on the LEA, they were even more conditioned by 
the ethos within the co-ordinator's own school or cOllege. 
When describing one TVEI Project in the West Xidlands, Bell (1986) 
commented that the school co-ordinators in that LEA had a direct line 
management to the TVEI project co-ordinator, as well as to the 
headteachers of the schools concerned. This, it was argued, gave them 
increased status, since they were directly working to the project, and 
also had some degree of autonomy within their own institutions. 
However, the dual management structure, which Bell has described, did 
not seem to be a common one. In most cases the institution co-
ordinators were appointed by the schools and were directly responsible 
only to the head of their institution. In this apparently more common 
s1 tuation, the role of the school co-ordinators was then much more 
conditional upon the framework that the school allowed them to work in. 
Al though this framework was moulded, to some extent, by the 
requirements of the TVEI project co-ordinator, the degree of refinement 
of the role was dependent upon the relationship which existed between 
the institutional head and the project co-ordinator. This point is 
taken up in more detail later in Chapter 5, but in those cases where 
heads had been allowed cons1derable autonomy, by their project co-
ord1nator, over the way in which they were able to control their own 
TVEI schemes, they were also able to take considerable control over the 
way in which their school co-ordinators functioned. Bell (1986) has 
argued that there was a certain dynamic associated with the creation of 
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the role of TVEI school co-ordinator which existed over and above the 
initial LEA submission to the rVEI Unit of the XSC. This dynamic was 
associated with the ways in which the LEA, the project co-ordinator and 
the headteachers saw the TVEI project operating. 
The reasons for appointing people to school co-ordinator posts varied 
considerably. Young (1986), when considering the way in which TVEI had 
influenced change in schools, described the importance attached by many 
headteachers to the appointment of co-ordinators who would be 
influential in bringing about changes of teacher attitudes through the 
creation of good working relationships. In this way, a prerequisite 
for some heads, when appointing their co-ordinators, was for a member 
of staff who could function as a change agent. However, it was also 
the case in some schools that co-ordinators were appointed for very 
different reasons. In Chapter 6, the roles undertaken by the 
insti tution co-ordinators in one LEA will be discussed in detai 1. 
However, it was the case that co-ordinator roles did vary considerably. 
The role of the institution co-ordinator was generally ill-defined 
since it was new. The roles which co-ordinators filled in the three 
projects being considered in this research, varied considerably, and 
were the result of the perceptions of their headteachers, and pOSSibly 
also of the project co-ordinators. However, school co-ordinators were 
found to undertake such roles as: 
administrator, 
pupil counsellor, 
curriculum developer, 
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TVEI adviser, 
leader of a teaching team, 
evaluator. 
In addition, however, many other functions were also fulfilled, often 
on an ad hoc basis. McCabe (1986) has argued that the co-ordinator's 
tasks can include elements of: organising and persuading colleaguesj 
presenting courses and programmes to studentsj monitoring the progress 
and balance of programmes; ordering and distributing materials and 
resources; checking on accommodation; arranging various in-service 
events; completing necessary forms and summaries; interviewing and 
being generally available to students; looking after visitors; and 
taking a high degree of responsibility for future planning. 
The roles that co-ordinators might have filled, therefore, had a 
considerable scope in terms of school management issues. While those 
co-ordinators, who had been appointed as deputy headteachers, were able 
to carry out many of these tasks as part of their normal duties, for 
co-ordinators who were not deputy heads, there could have been, and 
often was, a conflict with the roles undertaken by the school's deputy 
heads. Even in those cases where rVEI was seen as a discrete ent1 ty 
(an 'Enclave', Saunders 1986b), there was often considerable overlap in 
many areas, eg guidance and counselling; staff development programmesj 
presenting the school to visitors, and this situation was seen to give 
rise to tensions between co-ordinators and other staff with somewhat 
similar, but non rVEI-specific responsibilities. For instance, Lines 
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and Stoney (1989) found that overlap in areas of responsibility could 
have given rise to tensions between co-ordinators and deputy heads. 
How rVEI Institution Co-ordinators functioned. 
In many cases, because the TVEI institution co-ordinators were at the 
forefront of the introduction of a new and highly funded initiative, 
they accrued considerable status through the knowledge that they 
possessed and the resources they managed. Handy (1979), for instance, 
has argued that power resides where technical knowledge and relevant 
information are to be found. In addition, co-ordinators were often the 
custodians of their schools' rVEI allowances, and hence were 
influential in promoting change through their financial capablli ties. 
Lloyd (1985> has considered the strong position co-ordinators were in 
as a result of their capability to effect change through their control 
of the resource allocation. However, it was found in this research 
that not all co-ordinators were able to operate with this degree of 
influence (see Chapter 6), and for them, conflict situations were more 
common. 
Co-ordinators were also in a position where they could work closely 
wi th LEA and XSC staff, and they found themselves having 'insider 
knowledge' from which they were able to gain considerable influence. 
However, as discussed earlier, rVEI was an initiative, imposed from 
outside the institution, which created many tensions for those within, 
and the co-ordinators had, as far as possible, to overcome these. 
Many of the changes which rVEI 
destabilising to institutions. 
was encouraging were 
For instance, tensions 
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potentially 
arose as a 
resul t of the vested interests of the various groups and individuals 
involved, and the co-ordinators needed to minimise the apparent 
disadvantages of the scheme for these people. The capability of co-
ordinators to facHi tate change against this background, came from 
their own personal qual! ties and skills, and from the ways in which 
they were able to manipulate the various power and authority structures 
that have been discussed earlier in this Chapter. In addition, the 
support provided by their project co-ordinators was essential to the 
effective functioning of the institution co-ordinators. 
Institution co-ordinators also tended to become members of networks of 
local TVEl co-ordinators within their awn projects. This too assisted 
them in attaining status, since such organisations frequently gained a 
considerable group identity (Bell 1986). However, the fact that co-
ordinators were seen by some staff as representing interests external 
to their awn institutions, and perhaps acting as agents for the 
introduction of outside ideas, was sometimes counter-productive. For 
instance, McCabe (1986) considered that some co-ordinators could be 
seen as imposing an a school, so that it conformed with some exterior 
structure or set of principles. This situation was particularly 
fraught where the school staff had not been part of the initial 
negotiation processes for the introduction of TVEl into their 
institution, and where, as a result, there was a feeling of inadequate 
consul tation. The d1fficul ties for school co-ordinators might also 
have been exacerbated by the fact that many of them were not entirely 
convinced themselves of the value of TVEl. They had taken on the role 
for a variety of reasons, such as: personal advancement, extra 
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remuneration and additional challenges, but when confronted by the 
reality of the Initiative, some reacted negatively, and as far as 
possible attempted to maintain the status quo position. 
c) OTHER GROUPS PROXOTIIG CHAIGE AT THE IISTITUTIOIAL LEVEL. 
Two other groups of people seemed to be part1cularly effective in 
encouraging change at the institutional level: 
(i) TVEI became increasingly seen by many teachers as a 'liberating 
influence' (Jackson 1984, Pring 1988) since, for them, it 
allowed and encouraged changes to occur in their classroom 
practices. The first group of teachers to be '11 berated' in 
this way were those involved in curriculum areas which received 
ini tial support from TVEI, eg craft, design and technology, 
electronics and business studies. Teachers in these areas 
suddenly found themselves with vastly enhanced practical 
resources and increased support from the LEA through advisory 
teachers and curriculum development groups. While not all 
practi t10ners rushed to accept these extra faci 11 ties, those 
that did frequently became strong and vociferous advocates for 
TVEI, since they often found that the scheme allowed them to 
develop their work in ways that they had wanted to but, for a 
variety of reasons, had not been able. In some cases, TVEI was 
a threat to practitioners since it was encouraging changes which 
some did not want. For instance, the introduction of design 
technology was not acceptable to all woodwork and metalwork 
teachers. However, since an increasing number of teachers came 
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to welcome the introduction of TVEI, this meant that wi thin 
school staff rooms groups of advocates for the Ini tiati ve 
started to appear. Eventually TVEl began to affect the work of 
other teachers too, eg by influencing teaching and learning 
styles more, and this allowed the support and INSET 
opportunities provided by TVEl to become available to many 
others. As a consequence, different teachers became supporters 
for the scheme, and the presence of these individuals in a 
school was a help to co-ordinators when they were seeking to 
enlist support for change from senior management teams. 
(ii) Another group who had an influence on the ways in which TVEI was 
accepted in schools were the students themselves. This research 
has demonstrated (Hodge 1987b,f,h,j) that many students enjoyed 
the more experiential and participatory aspects of TVEI (eg work 
experi ence and Act i ve Learni ng) , and the react ions which they 
subsequently demonstrated to parents and teachers sometimes 
encouraged changes to be generated in other areas. One of the 
unfortunate consequences of this situation, however, was that 
since disaffected pupils were the ones who often reacted most 
positively to the approaches used in TVEI, the Initiative was 
seized upon as a way of dealing with this particular group of 
pupils, and as a means of providing them with an a1 ternati ve 
curriculum. However, in those schools where TVEI • subjects· 
were offered as options in the Fourth Year (Year 10), the 
increased numbers wishing to take these subjects was often seen 
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as a measure of support for the way the Initiative was 
developing, and acted as a spur to further changes taking place. 
The management of change within TVEI was, therefore, a complex matter. 
It relied on the interactions of a large number of groups and 
individuals who brought with them different ideological views about the 
Initiative. The attractiveness of the funding encouraged some people 
to become involved in TVEI, who might otherwise not have. This meant 
that the ways in which changes were introduced were dependent upon the 
real intentions of those managing the changes, as well as on the 
structures put in place by the MEC and the LEAs. This influenced the 
strategies that were used to introduce the Ini tiat! ve into schools. 
These will be considered further 1n the next Chapter. 
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CHAPTER 5. CHANGE STRATEGIES IN TVEI. 
5.1 CHAKGE STRATEGIES. 
It was shown in Chapter 3 that change is a complex issue. A discussion 
of the work of Bolam (1975>, Havelock (1969), Hull (1973), Dalin 
(1973), Hoyle (1976) and Guba and Clarke (1965) illustrated that change 
can occur at different rates, affect different parts of the system and 
produce varying outcomes. Fullan (1972) considered the social features 
of change. At the most simplistic level, the strategies which can be 
used to implement change are either 'to tell' or 'to ask' individuals 
or groups to do something different. However, both of these approaches 
will depend upon the nature of: 
(i) the authority of the person or institution seeking the change, 
(i1> the relationship between this person or institution and those 
who are being expected to innovate, 
<1ii) the actual or potential gain for the person making the change. 
Changes could come about through teachers being told to do something, 
if there were a high degree of trust and mutual respect between the 
teachers concerned and the person giving the instruction. However, if 
this were not the case, the teachers would be more likely to refuse. 
Authori ty can be seen to relate to the status of the individuals 
encouraging the change, this status being derived from their legal 
position, and/or from the esteem in which they are held. The success 
of any change strategy will depend on a number of factors: 
(i) The perceived need for the change among the User system. 
-172-
Fig. 5.1. 
CHAlGB STRATEGIES 
[After Chin (1967) and Btzioni (1961)] 
Power - Coercive. 
- uses legal authority, 
- a directive approach, 
- one-way cODmUnication only. 
Iormative IRe-educative. 
- attempts to change attitudes, 
- uses persuasion and influence. 
- involve two-way communication, 
- relationship between Change-agent 
and user essential. 
Rational - Empirical. 
- suggests new ideas, 
- appeals to the individual's reason, 
- one-way communication only, 
- a perceived need for Change is essential. 
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(11 ) 
(11i) 
whether the change 
practice, 
was seen as improving on existing 
the relationship between the change agent and the User 
system. 
When considering the approaches that were used by the participants in 
rVEI to bring about change, it is 1mportant to examine some of the 
various change strategies that have been discussed in the 11 terature. 
One of the most well known typologies of this kind 1s that produced by 
Chin (1967) and Etz10ni (1961) which considers three principal types of 
approach: Power-coercive; Normative/re-educative; Rational-empirical 
(Figure 5.1>. 
Other Authors have produced similar typologies of change strategies: 
Jones G (1969); Coercive, Normat1ve, Utilitarian. 
Xiles (1961); Power-solution, Relationship-attitude, Problem-process. 
Walton (1965); Power, Love-trust, Problem solving. 
Hoyle (1970) considers that the attempts to produce a working typology 
of change strategies has resulted in a high degree of consensus, and 
for the purposes of this research, therefore, the classification 
produced by Chin will be used as a basis for further analysis. 
Bolam (1975) argues that, although these categories of change 
strategies are too arbitrary and probably rarely exist in pure form, 
they are none-the-less useful for the purposes of analysis. In 
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practice, these different strategies will often be found being used 
together, or will be used to support one another at different stages of 
the innovation. For instance, Bolam considers that educational 
innovations frequently require changes in both curriculum and 
organisation and as a result, innovators frequently use both power-
coerci ve and rational-empirical strategies. At the national level, 
change has generally been produced by power-coercive means, but this 
has usally been followed by rational-empirical strategies for 
dissemination and training. Bolam also considers that the 
normative/re-educative strategy has rarely been used by itself, since 
the problems of changing attitudes and relationships have been under-
estimated, and Vhi teside (1978) relates the Chin and Etzioni change 
strategies to the relationships between participants and to their 
relati ve status. Dalin (1974) has argued that the power-coerc1 ve 
strategy is different from the other two, in that it more openly 
exposes the differences in ideology between the Innovation and the User 
system Which, as a result, can increase the tension between the two 
systems. This was a feature commonly found wi thin TVEI, particularly 
during the early stages. Hoyle (1970) has considered that at the 
school level a modified form of the power-coercive change system can be 
found, which he terms adllinistrati ve change. This he relates to the 
ambivalent position of the headteacherj on the one hand the head is a 
highy influential figure in his school, but on the other he has 
insufficient power to ensure that change occurs. Hayle has argued that 
in this sort af situation it is the head's administrative contral that 
allows him to bring about Change, ie through the deployment of his 
staff, the use of appropriate timetabllng strategies and the 
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allocation of resources. Dal1n (1973) has also termed the power-
coercive strategy, the political/administrative model, in order to 
highlight the use of administrative structures to pursue polt tical 
goals, and hence to bring about changes in the system. 
In many respects, TVEI cannot be seen to fit totally with any of these 
three strategies. Although aspects of all three could be distinguished 
within the Initiative, the starting point for TVEI was the attraction 
of the considerable funding available to the LEAs, which appealed to 
their desire for additional resources. It was difficult for them to 
refuse this incentive, and hence TVEI was financially-coercive. Once 
the contract had been signed, the MEC had a legal authority over the 
LEAs and the change then became power-coercive as well as financially-
coercive. As a result, LEAs had to change at least some of their 
management approaches in order to meet the demands of the XSC. 
5.2 THE AllUAl REVIEY I PlAIIIIG DIALOGUE. 
One particularly important strand used by the MEC to monitor 
developments was' The Annual Review' (referred to as 'The Planning 
Dialogue' in the early years of TVEI>. There was a clear obligation on 
the part of the Authority to attend these meetings, and those present 
usually included senior officers of the LEA, staff from the TVEI Unit 
in London, and local evaluators. 
Annual Reviews were primarily intended to consider the progress which 
had been made during the previous academic year, and a TVEI project 
was expected to produce an Annual Report of the previous year's 
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developments in preparation for the Annual Review. When the Initiative 
started in the early 1980s, however, these annual events seemed to be 
viewed by the KSC as more than just opportunities for monitoring the 
progress being made by the projects, for they were also used as 
occasions when an KSC style of management could be imposed on the 
proceedings of Local Authorities. 
Annual Reviews were chaired by TVEI officers, and the agendas for the 
meetings were produced jointly between the LEA's TVEI project co-
ordinator and the attached Regional Adviser from the TVEI Unit, usually 
at a pre-meeting. The pre-meetings were often opportunities for 
Regional Advisers to promote some of the latest thinking about TVEI to 
emerge from the central unit, and to ensure that specific issues were 
actually placed on the agenda for the Review. Although agendas for 
Annual Reviews differed between projects, they usually had as common 
themes: 
the progress made during the previous year, 
how well the outcomes of the previous Annual Review had been 
adhered to, 
setting targets for action in the coming year. 
For example, the letter from the KSC to the Director of Education for 
coventry in connection with the 1987 Annual Review of TVEI contained 
the paragraph: 
'The Annual Review forms a vital part of the TYE] planning cycle and 
is seen as a significant mechanism for driving forward progress in 
the project. The objectives of the exercise are to review progress 
over the year against the aims and criteria of TUEI and identify 
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areas for development, dissemination etc and agree a schedule of 
action points for the coming year. ' 
(J(.SC 1987b) 
It was quite obvious that considerable similarities did, in fact, exist 
between the Annual Reviews held in the different projects in anyone 
year, and that the MSC was interested not only in finding out more 
about what was happening in its projects, but also in providing 
indicators to the LEAs about the future direction that their schemes 
should be moving in. These indicators were uniformly consistent and 
clearly reflected the central TVEI Unit thinking that was current at 
the time. Reference has already been made to the coercive management 
style adopted by MSC in relation to its TVEI projects, and Annual 
Reviews tended, at least in the early years, to reflect this particular 
approach. 
(i) Xanagement through Dialogue. 
Annual Reviews, therefore, could be interpreted as part of the 
management strategy introduced by the MSC for its TVEI projects. The 
particular approach which appears to have been uppermost in that 
strategy was one which has been referred to as Xanagement by Objectives 
(IBO) (Reddin 1971). 
Review progress against 
,----------> previous objectives ------------. 
, 
Measure Progress 
A 
I 
'------------ Carry out process 
-178-
I 
I 
Set new objectives 
~------------t 
This model is a cyclical mechanism, based upon the systems approach to 
management, in which the participants accept that the outcomes of a 
project can be improved by regular review of the processes involved, 
and by the setting of short-term objectives which can then be monitored 
in order to achieve greater success in the long-term. 
appears to rely heavily on two principal features: 
The model 
the authority of the managers to set objectives in such a way 
that the participants feel obliged to deliver them, and 
the ability of the managers to measure the progress that is 
made in such a way that they are confident that they have a 
true picture of how far the objectives are being met. 
There was 11 ttle problem in relation to TVEI over the first of these 
features, since the contractual arrangements which had been made, and 
the substantial funding available, meant that LEAs could be largely 
coerced into accepting imposed objectives. However, there was far more 
doubt over the ability of the MSC to deliver the second of these 
features. Evaluation systems for TVEI were not usually able to provide 
a complete picture of what was happening. As a result, there was 
considerable uncertainty about how much information the MSC was able to 
derive for itself about the progress that individual LEAs had made, and 
how much it had to rely upon the LEAs. Quite clearly the authority of 
the MSC could have been substantially reduced if LEAs thought that the 
Commission was not really aware of their shortcomings. 
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5.3 TIm XAJAGEXEJT OF TVEI. 
As a result of the work that he carried out in a range of LEAs and 
institutions, Beattie (1985) has identified a number of models which 
appear to categorise the approaches used in the local management of 
TVEI. The models which have been identified by Beattie, for the 
management of TVEI, relate to how some LEAs attempted to introduce the 
scheme into their institutions, and reflect, to a large extent, the 
attitudes of the LEAs concerned to the management of innovation. 
Although TVEI projects were generally set up as discrete units, the 
management approaches that they adopted tended, at least initially, to 
be congruent with those of the parent LEA, and hence they reinforced 
the historic relationships which existed between an Education 
Department and its schools and colleges. Beattie's models represent 
ideal types, and in practice some overlap and blurring of the edges was 
inevitable, but since they represent styles actually operating in a 
number of LEAs, they provide a useful structure against which to 
analyse the particular projects being studied in this thesis. 
The three models proposed by Beattie represent the different degrees of 
control which he found operating over TVEI at the local level. At the 
one end of the spectrum, the Centre-periphery model gives almost total 
control of the Initiative to the LEA, at the other end, the Relative 
Autonomy mdel gives the major control to the institutions. In the 
Consortium model the LEA created an interacting group of institutions 
over which it maintained a controlling brief. Although each 
institution had a reasonable degree of freedom, the developments were 
shared with one other. Each of these models appeared to have certain 
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advantages and disadvantages for the institutions, the LEA and the MSC 
in terms of how TVEI might have developedj these will now be 
considered. 
1) The Centre/periphery Kadel 
Beattie's Centre/Periphery model illustrates a form of imposed 
centralised control by an LEA over its TVEI scheme. In this model, 
little delegation of authority to the institutions occurred, and the 
LEA regarded the ownership of TVEI as being very much its own. The 
project co-ordinators were provided with the power to use TVEI funding 
as they saw necessary for the best development of TVEl in the area, and 
resources were often centrally held and loaned to institutions as 
required, or even kept in a central building to which institutions sent 
their pupils for specific parts of their programme. This building 
might have been staffed solely by central TVEI personnel. 
The main problems, for those LEAs using this model, were: 
(1) the inabil1ty of the LEAs to introduce sustained change into 
their institutions. Teachers were generally able to gain 
little ownership over the developments taking place, since they 
were not closely involved with the work of the TVEl project. 
They seemed to feel that any responsibil1ty they had for the 
learning that their pupils achieved was taken away and handed 
to the central team. 
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(ii) the model often led to TVEI becoming an addition to the child's 
<i11 ) 
school experience. It was viable only while the funding 
existed to maintain the central structure, although it was cost 
effective and did produce changes for pupils. 
the model is weak on dissemination, since it was not necessary 
for the innovations occurring to be made known to the 
individual institutions. It was also weak on collaborative 
development, since it was not essential for institutions to 
work together to produce change. 
This was a model for local management which did not seem to readily 
satisfy the TVEI criteria laid down by the XSC. It was unlikely, 
therefore, to receive the total approval of the TVEI Unit. 
ii) The Consortium Kadel. 
Within the Consortium model of TVEI management, the ideal proposed by 
the MSC for collaborative development was met, since uniform structures 
existed to allow the staff in the TVEI schools to share ideas and to 
meet together to produce results. In some projects a timetable matrix 
was produced, which allowed pupils to move between schools and colleges 
so that individual institutions could develop specific aspects of the 
scheme which could then be shared by all the institutions. It was also 
sometimes possible for staff to move between schools so that expertise 
was shared. This strategy was one which could produce considerable 
ownerShip of development for teachers, and was easily managed and was 
cost effect1 ve. 
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The main problems were: 
(i) the consortium group itself could become somewhat isolated from 
the remainder of the Authority's institutions. 
(11 ) 
(111) 
dissemination, which was good between members of the 
consortium. became more difficult outside. 
the consortium might have been viewed by some other schools and 
colleges as unfairly advantaged. and to have been in a 
position, which was encouraged by the LEA, of developing at the 
expense of other schools. This could have applied. for 
instance, to the resources which the TVEI institutions had 
access to by virtue of the extra funding, and also to the staff 
development which took place, aided and supported by the LEA. 
This mode of operation, however. was capable of producing changes in 
line with the rVEI criteria and hence was more likely to receive the 
support of the MSC. 
The types of consortia which were created in LEAs <If FER 1989) were 
found to be: 
(1) those in which a number of schools were 11 nked with a 
college of Further Education, 
(11) those in which a network (or networks) of schools was 
created. 
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(111) those in which a group of schools was linked to a central 
rVEI base in the Authority. 
In the case of two of the projects being considered in this thesis 
(both Shire Counties), a number of area-based consortia were set up 
following the introduction of the Extension phase of rVEI. The 
complexities of attempting to manage considerable numbers of 
insti tutions in wide-spread geographical areas were obvious features 
that suggested the introduction of a management style of this sort. 
Although consortia of institutions were created in 93~ of TVEI projects 
(NFER 1989), this did not mean that they actually operated in the way 
that Beattie has described. In fact, a number of consortia were found 
to operate wi thin the centre/periphery and relative-autonomy modes, 
which tended to reduce the benefits that consortium working might have 
provided. 
lil) The Relative Autonomy lOdel. 
The Relative autonomy JlK)del arguably allowed an institution to take 
charge of its own developments, which should have permitted changes to 
occur in line with the perceived needs of the institution, and of its 
staff and pupils. There could have been good ownership of developments 
by staff. However, the model would appear to have suffered from two 
serious drawbacks: 
1> the institution itself was not always in a position to bring 
about or accept change, since at this level change itself would 
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have depended on the organisational health of the establishment 
(Hoyle 1978). The climate would, to a large extent, have 
controlled innovation, since this would have influenced staff 
atti tudes and relationships. In order for some changes to 
occur, staff development was necessary, and this necessitated 
the institution being able to identify its own needs, al bei t 
wi th some support from the LEA if required. An impl1ci t 
problem was that developments which occurred were conditional 
on the particular institution, which led to an uneven pattern 
of development being produced that was not conducive to the 
fulfilment of the actual TVEI criteria, and was unacceptable to 
the MEC. This would have had implications for the way in which 
the LEA was able to account to the MEC. 
ii) the LEA was not in a position to manage or control the changes 
that were occurring, so that individual institutions could well 
have been developing in idiosyncratic ways. 
This model did not allow for ready collaboration or dissemination of 
developments, therefore, and was not a management system that was 
likely to appeal to the MEC. 
From an MSC point of view, the ideal management style for TVEI might 
have been seen as encompassing a consortium approach, with elements of 
ei ther the centre/periphery style or relative autonomy style linked 
into it, since this would then have enabled the benefits of the 
consortium approach to become apparent, but would also have minimised 
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the deficiencies inherent in this particular model. The ways in which 
rVEI actually developed within pilot projects has been found to depend 
on the particular approach of the LEA concerned, while the management 
style which was utilised, has tended to reflect already existing 
dispositions. The XSC did not usually become involved in attempts to 
change management styles in projects, although, as already illustrated 
ln this Chapter, at the Annual Reviews between the XSC and the LEAs 
there was an emphasis placed on the need to develop consortium type 
arrangements. 
A similar typology, to that produced by Beattie, has been proposed by 
Barnes et al (1987) ln relatlon to the management of rVEI by LEAs: 
(i) Central Control. 
In whlch the LEA sets up a structure which gives schools the 
task of carrying out decisions made elsewhere. 
(il) Collaborative Control. 
In which the LEA uses its powers to set up structures which 
encourage groups of teachers from different schools to meet 
together to take responsibility for instituting changes. 
(lil) Diffused Control. 
In which the LEA effectively delegates power to the individual 
schools taking part. 
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This typology has no particular advantages over Beattie's model, and 
can, in fact, be seen as limiting the nature of the management process 
to a single component: control. During the course of this thesis, 
therefore, Beattie's model will be used as a framework for analysis. 
The three models relating 
systems are, by themselves, 
interactions taking place. 
to LEA/institutional management/control 
too simplistic to fully describe the 
They ignore the effect of the funding-
coercive nature of TVEI, the links with the MEC and, in particular, the 
roles undertaken by the rVEI project co-ordinators. 
5.4 THE PROJECT ~ORDIIATOR ROLE II THB XAlAGEIENT OF TVEI. 
It was argued in the previous Chapter that the key person in bringing 
about the development of TVEI at the LEA level was the project co-
ordinator. Beattie (1985) has identified three possible ways in which 
this individual might have operated: a Competing Headj a Manager; an 
Adviser. 
During this research, the ways in which some TVEI co-ordinators 
carried out their tasks have been examined (Chapters 6 & 7), and the 
findings set against the basic models suggested by Beattie. As a 
result some refinements to the earlier structures have been suggested, 
and two further models of the ways in which co-ordinators might operate 
will be proposed: a Chief Executivej an Inspector/Evaluator (see Figure 
5.2) . 
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Fig 5.2. 
TVEI ~ORDIIATOR ROLES 
(With additions to Beattie 1985) 
(i) Competing Head 
tates control over the innovation at institutional 
level, 
deals with every detail. 
(11) ](anager 
(111) 
non-expert role, 
leaves details to school co-ordinators, 
motivates, 
demonstrates aims of project to individuals, 
facilitates. 
Adviser 
works with schools, but as non-directive supervisor, 
assists, 
persuades. 
(iv) Chief Executive 
controls policy Dating, 
delegates day-to-day decision Dating, 
leaves management of details to subordinates, 
deals only with other executives. 
(v) Inspector/Evaluator 
concerned with quality control, 
demands adherence to TVEl criteria and aims, 
sets up detailed evaluation structures, 
uses evaluation outcomes for accountability purposes. 
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The different management models will be considered in outline in this 
section, and will then be elaborated upon further in Chapter 8, 
following an analysis of the roles undertaken by the co-ordinators in a 
number o,f TVEI projects, 
i) The Competing Head Co-ordinator. 
Beattie considers that Competing Bead Co-ordinators were likely to 
have become involved in every detail of the project at the 
institutional level. They would probably have been unwilling or 
unable to delegate responsibility for TVEI adequately to the 
institutions concerned and hence would have taken control over every 
aspect of this part of the work of the school. In this way they 
were likely to begin competing with the headteachers and hence to 
have created possible areas of friction between the heads and 
themsel ves. 
i1) The Xanager Co-ord1nator. 
The Xanager role was most likely to have been undertaken by co-
ordinators who saw themselves as non-experts in the spec1fic 
developments taking place, and who preferred to develop the more 
generalised management tasks. They were likely: 
to facilitate change, 
to create possibilities for others to innovate by, for instance, 
creating time for them to carry out this process, 
to motivate staff who were working hard in order to give them a 
sense of achievement, 
to provide general structures 1n which staff could work, and 
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to have been constantly reinforcing the purposes behind TVEI, in 
order to gain as many converts as possible. 
lii) The Adviser Co-ordinator. 
Adviser Co-ordinators would be likely to adopt an expert role. They 
would probably be found working with practi Uoners both in 
classrooms and in development groups in order to create individual 
and group changes. They would have been involved in monitoring and 
supervising change, and would have attempted to fine-tune the 
project as necessary by redistributing funds to those aspects which 
they perceived as being in special need of support. 
The two other models, that are being proposed to explain the ways in 
which co-ordinators operated, are: 
(i) The Chief Executive Co-ordinator. 
Co-ordinators operating in this way would be concerned almost 
entirely with deciding poliCY issues for the project and working 
wi th other senior executives of the LEA and the xse. Such people 
would be synonymous in style with the Chief Education Officer, in 
that they would decide on the particular form of action (usually in 
agreement with the Steering Group for the project), and would then 
delegate the actual implementation of the scheme to others. While 
the co-ordinators would expect to be kept informed of the general 
ways in which the project was being developed they would delegate 
the day-to-day running of the scheme to their subordinates. A 
particular problem with this style, was that the approach to TVEI 
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could become heavily bureacratic. It was a model that seemed to 
appeal to the MEC's rVEI Unit, since it had clear similarities with 
the ways in which that unit itself operated. 
(ii) The Inspector/Evaluator Co-ordinator. 
Unlike the 'Chief Executive' model, the 'Inspector/evaluators' would 
not have left the implementation of TVEI to their subordinates. 
Instead they would spend a great deal of time inspecting (probably 
in a fairly formal sense) what was happening in the project and 
then, having evaluated the results, instructing their subordinates 
to introduce changes which would bring about necessary modifications 
in the system. Such co-ordinators would set up rigorous evaluation 
structures for their projects, including the use of Performance 
Indicators. Institutions would be expected to contribute to the 
evaluation and to be prepared to defend their positions in the light 
of the outcomes. Such co-ordinators would have been concerned with 
the accountability issues involved in setting up TVEI schemes, ie 
the effective and efficient uses of the resources, compliance with 
the stated criteria and the achievement of the anticipated goals. 
These two additional models complete a spectrum of possible co-
ordinator styles which is related to the stance the co-ordinator 
adopted apropos the LEA and its institutions. As painted out earlier, 
none of these models was necessarily to be found in an ideal form among 
rVEI project co-ordlnators, although it was likely that all co-
ordinators tended to approximate more towards one mode of operation 
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than another. The particular roles adopted by co-ordinators have been 
found, during this research, to depend upon: 
their own personality, 
the nature of the LEA, 
the way in which the LEA related to its institutions, and 
the climate in which the co-ordinators were allowed to operate. 
In turn, the role was also conditioned by the relationship between the 
XSC and the LEA. It has been argued that this link was largely 
power/coercive, and there was pressure on the co-ordinators, as 
indirect agents of the ){sC, to deliver changes in line with the 
contract. This resulted in co-ordinators having to operate on a more 
coercive footing, so that the 'Adviser' role then tended towards that 
of an 'Adviser/Manager', while the 'Manager' role tended towards the 
'Competing Head' model, and the 'Competing Head' towards the 
'Inspector/Evaluator'. The greater the pressure placed upon co-
ordinators to deliver change, the more likely was the co-ordinator role 
to be interventionist and directive. The management style adopted by 
the XSC was critical to the ways in which project co-ordinators 
operated. 
Another feature affecting the operational mode of the co-ordinator was 
the size of the project. When TVEI started, most projects were small, 
with only some f1 ve or so insU tuUons involved and correspondingly 
limi ted central teams; this meant that co-ordinators had to become 
involved in the day-to-day running of their projects and needed to work 
closely with the institutions. As TVEI projects became larger, 
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however, particularly when whole LEA schemes had been created through 
Extension, the nature of the work meant that the co-ordinator role 
often changed. Co-ordinators tended to become more executive, and some 
of them developed 'Inspector/evaluator' roles, particularly within LEAs 
that themselves were beginning to pursue more qual! ty control based 
styles of operation. The interventionist role of project co-ordinators 
was then taken over by advisory teachers and curriculum support teams. 
5.5 THE APPROACHES USED BY TVEI IISTITUTIOI CO-ORDI IATORS. 
Although the role of the institution co-ordinator was new, the 
approaches used tended to reflect the traditional structures of 
secondary schools in England and Vales. To a large extent, their 
approach was also guided by the hierarchical status that they had 
within their schools. In general, institution co-ordinators functioned 
either as 'Deputy Head' co-ordinators, or as 'Head of Department' co-
ordinators, or as 'Administrator' co-ordinators, without necessarily 
implying that they held these particular appointments within their 
insti tutions. 
(i) The 'Deputy Head' Co-ordinator. 
'Deputy Head' co-ordinators were in a position to formulate policy 
with regard to TVEI in their schools, and to undertake executive 
decisions about matters related to the scheme, eg the expenditure of 
money outside agreed principles; timetabl1ng and staff deployment 
management; the selection of pupils for the TVEI cohort. They also 
had delegated responsibility to represent their schools at meetings 
with the LEA, and to agree matters on behalf of their schools. The 
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role of these co-ordinators was to manage all aspects of the 
Initiative on behalf of their schools, and they had all the 
necessary delegated authority to do this. 
(ii) The 'Head of Department' Co-ordinator. 
'Head of Department' co-ordinators did not have the same degree of 
delegated responsib1li ty over TVEI matters as the 'Deputy Heads'. 
They were able to sanction expenditure, but only within a previously 
agreed frameworki they frequently had oversight of pupil 
recruitment, but had to refer organisational matters, such as 
timetabl1ng, to higher authority. Wh1le these co-ordinators were 
able to represent their schools at meetings, they were not usually 
able to make decisions on behalf of their schools without first 
referring back to more senior managers. The major role of these co-
ordinators was the management of a selected part of the school 
within a controlled framework. 
(111) The 'Administrator' Co-ordinator. 
These co-ordinators were unable to make any important delegated 
decisions regarding TVEI. They were only able to work wi thin the 
structure laid down. For instance, they rarely had control of any 
aspect of the budget, although they would probably have had 
oversight of the accounting procedures. The recruitment of pupils 
was generally the responsi b1l tty of other staff, although the co-
ordinators would often have been responsible for the production of 
records and related matters. They had no control over the 
organisation of the scheme in their schools and did not usually 
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represent their schools at meetings with the LEA, this task being 
fulfilled instead by the headteachers or deputies. The major roles 
of these co-ordinators, therefore, were linked to communication and 
administrative requirements. 
It has already been demonstrated that the roles that institution co-
ordinators filled were determined by the views that their headteachers 
held about rVEI. However, these roles were none-the-less critical to 
the relationships which their schools had with the central TVEI Unit. 
It was easier for the project co-ordinator to generate change through a 
'Deputy Head' co-ordinator than through an 'Administrator' co-
ordinator, and the low status that some institution co-ordinators had. 
did sometimes lead to them being by-passed by TVEI projects when 
important issues were being considered; this meant that their status 
was further reduced. 
One of the critical issues underlying the management of TVEI. 
therefore, was how projects utilised strategies for the management of 
change, which would produce innovations that actually became adopted by 
the institutions and practitioners involved, and how this could be 
achieved in as short a time as possible. The success which the co-
ordinators in three different TVEI projects had in these respects will 
be considered in the next part of this thesis. 
The last two Chapters have demonstrated the links between the changes 
taking place through TVEI, and the stances and roles undertaken by the 
prime participants, namely the MEC, the LEAs, the project co-
-195-
ordinators, the institutions and their practitioners. Different 
patterns of management produce different tensions. and no one madel, or 
combination of strategies, can yet be seen as most appropriate, since 
successful innovation depends an a great number of factors, many of 
which are personal or historical in nature, and which are not readily 
altered. The nature of the changes taking place through TVEl depended 
on a large number of factors: 
(1) 
(11 ) 
(11i) 
the contractual nature of TVEl, 
the opportunities available to participants for resources and 
funding, 
the relationship between the LEA and its institutions, and the 
approach adapted by the project co-ordinators, 
(iv) the coherence of TVEI with individual institutional plans, and 
the reactions of gate-keepers and change agents to this 
coherence (particularly those of the headteacher). 
(v) the internal management structures of institutions and the 
I heal th I of the organisation in relation to the adoption of 
change. 
The next two Chapters will consider the ways in which a number of TVEl 
projects have developed. Through a study of the evaluation work 
undertaken in these LEAs, the mechanisms whereby TVEI was seen to 
encourage innovation will be analysed against the theoretical 
background to change developed previously. 
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CHAPTER 6.THE RESPONSE OF THE POWYS LOCAL EDUCATION 
AUTHORITY TO TVEI. 
6.1 AI EVALUATIOI FRAXEWORK. 
As discussed in Chapter 1, the Education Department of the University 
of Warwick obtained the contracts for the evaluation of five TVEr 
projects: Coventry, Powys, Sol1 hu 11 , Wa1sall and Warwickshire. The 
three TVEI projects, on which this research is based, were all Round 2 
schemes, ie they started the Initiative in 1984. The interpretation 
of TVEr was locally determined and depended on a number of factors. 
These included the nature of the Authority, its style of educational 
management, and its state of educational development. The maj or TVE r 
themes were recognisable in each of the three projects, but the ways in 
which these had been developed were different in each case. The next 
two Chapters analyse the effects of TVEI on the three LEAs and consider 
differences and similarities between the proj ects. Possi ble reasons 
for any differences that were found are considered, given that the 
start date for TVEI was the same for each project. The three case 
studies analyse the management structures used to implement TVEI, and 
evaluate the major educational features found in each project. The 
case studies will be developed around the following parameters: 
(i) the climate for the introduction of TVEI within the LEA, 
(11) the degree of direction by the LEA, over the involvement in 
TVEI, of its schools and colleges, 
(11i> the amount of general support for TVEI developments provided 
to institutions by the LEA, 
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(iv) the likely degree of future integration of TVEI into the work 
of the Authority. 
In order to consider the outcomes of TVEI developments in the three 
LEAs, one of the three projects (Powys> will be analysed in detail in 
this Chapter and the maj or features then compared (Chapter 7) with 
similar developments in the other two proj ects (Coventry and 
Warwickshire>. The reason for selecting Powys in this way was that 
this particular LEA provided opportunities for investigating how far a 
number of important features might have affected the development of 
TVEI. Compared with the projects in Coventry and Warwickshire: 
the schools and colleges 
considerable distance apart. 
in the POWYs project were a 
This could have had implications 
for communication and the ways in which institutions were able 
to collaborate and exchange ideas. 
the areas of POWYs in which the schools and colleges were 
situated represented very different cultural backgrounds. 
This could have had an effect on the attitudes of parents and 
teachers to education and to the sorts of developments being 
piloted through TVEI. 
the schools in the Powys project varied considerably in size, 
some had less than 300 pupils, while others had in excess of 
1200. The size of the school might have had an effect on the 
way in which TVEI was managed. 
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there was a greater variety of educational practice between 
the institutions in Powys. This could have had an effect on 
the' ways in which the change process was developed, both at 
institution and LEA levels. 
the LEA had not previously been in the vanguard of educational 
innovation. This might have had an effect on the delivery of 
an initiative of the size and complexity of TVEl. 
the LEA had failed to create structures for coping with 
curriculum development projects. This could have affected the 
management of TVEl within the County. 
the opportunities for meeting some of the aims of TVEl were 
11mi ted by the rural nature of the County of Powys. For 
instance, there was a restricted industrial base, and openings 
for work experience and employment were limited. 
6.2 THB POWlS TVEI PROJECT. 
(i) The Educational Climate for the Introduction of TVBI. 
Powys was formed in 1974 as an amalgamation of three Welsh Counties: 
Brecknock, Radnor and Montgomery. Al though the previous Authorities 
were small, each had been proud of its strong educational traditions 
and local independence. Remnants of the three Counties still exist, 
and former views, held by each area separately, are still influential 
on the way education is developing in Powys. This situation has been 
exacerbated by the very large geographical area of Powys, which gives 
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the County the fifth largest land area in Great Britain, but one of the 
smallest populations. 
There were, at the time the research was carried out, 13 secondary 
schools in the County and 3 colleges of Further Education (one in each 
of the previous Shires). The schools varied considerably in size. 
Each of the schools served its own area of the County and there was no 
appreciable competition between them for pupils from outside their own 
areas. Indeed it was possible to see the schools as having a highly 
localised focus and representing the specific needs of their local 
communities, without actually being open for community use. The size 
of the County, however, meant that each school took pupils from a large 
geographical area, and because of transport problems, social activities 
for pupils were restricted. 
The prevailing educational tradition in Powys secondary schools, at the 
time TVEI was introduced, was still that of the Grammar school, ie: 
a traditional academic curriculum, 
an emphasis on sporting traditions, 
a respect for the inherent value of education to individuals 
as a means of increasing their social mobility, 
the high status of the headteachers and their teaching staff 
in the eyes of their local communities. 
Although this particular ethos had slowly been eroded since the 
i ntroducti on of comprehensi ve educa t1 on in Powys, it was possi bl e to 
find the Grammar school ethos still figuring prominently in both the 
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views of teachers and the traditions of the schools. To a large 
extent, this feature probably enabled the schools to maintain the 
considerable autonomy that they enjoyed prior to the birth of the 
County of Powys, and meant that headteachers were able to run their 
schools in a manner decribed by Sikes, Measor and Woods (1985) as 
'Traditional Authoritarian', and by Hughes (1973) as 'Traditionalist'. 
The LEA had not become a leading force in encouraging change in the 
County, because of a reticence on the part of elected members to 
disturb the status quo. The strong local identity of the schools was 
allowed to continue, and schools maintained their independence and 
developed in ways that individual headteachers believed to be the most 
appropriate. Although some heads indicated a wish for the LEA to take 
a more pro-active part in leading developments, a majority were 
strongly opposed to this change, stating that they had been appointed 
to run their schools. This situation was further complicated by the 
ways in which local school governing bodies still largely represented 
the 'old Counties', and strongly supported the autonomy of the schools 
that they managed. 
The LEA, in the past, had mainly acted as an administrative support to 
schools, and tended to have 11 ttle real impact on developments. The 
size of the County meant that schools and colleges were physically 
isolated, and opportunities for collaboration did not readily occur. 
It was also difficult for the County's small team of 10 advisers 
(compared with 19 in Coventry and 17 in Warwickshire) to visit the 
schools on a regular basis; partly because of the considerable 
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travelling distances involved, but also as a result of the requirements 
placed upon them, by the Director of Education, to work mainly on LEA-
wide issues. 
The historical development of Powys also created a number of cultural 
divisions. In the west of the County, two of the smaller schools which 
were isolated from their neighbours by considerable distances, were 
both situated in predominantly Welsh speaking areas. Al though the 
school in the south-west of the County no longer taught through the 
medium of Welsh, and the neighbouring area had become strongly 
influenced by the more anglicised and urbanised areas of West 
Glamorgan, there was still a strong Welsh culture obvious among the 
staff of the school and the parents from the locality. The school in 
the north-west of the County was a bilingual school, and the 
headteacher believed fervently in not only maintaining the 'Welsh 
dimension', but if possible in increasing it so that all those children 
in the local area with little Welsh language capability, also become 
bilingual. Within this school there was a strong belief that its 
function was to serve the needs of its local community and to redevelop 
again those Welsh traditions that had begun to disappear. The 
headteacher also considered that his school had far more affinity with 
thos~ in the Welsh speaking areas of Gwynedd and Dyfed, than with those 
in the more 'angl1cised' County of Powys. In contrast, a number of 
the schools in the east of the County of Powys were more representative 
of English traditions, and had an obvious aUini ty with the border 
Counties of Hereford & Worcester and Shropshire. 
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Powys was also a County that suffered from considerable levels of 
unemployment. There were few industrial outlets, with the principal 
employment being on small farms. The lack of job prospects, together 
with the small size of the major towns in the County meant that there 
had been a large amount of rural depopulation among the indigenous 
Welsh population <particularly the younger generations). This situation 
had been particularly noticeable in the west of the County, which was 
still predominantly rural. The new industry that had been introduced 
into Powys tended to be situated in the east of the County, which had 
better communication networks with England. This brought with 1 t 
migrants from across the border, and although these people were 
generally accepted by the inhabitants of the area, they tended to be 
resented by those from the west of the County. 
In Powys, therefore, schools had a very high degree of autonomy. The 
LEA had allowed this to continue, and the style was strongly supported 
by headteachers and their local communi ties and governors. As a 
result, educational development had tended to be rather slow. The 
inhabitants of the County, and the Local Authority, tended to take 
great pride in their schools and in the education being provided for 
their children. However, this pride was perhaps vested in views of 
curriculum and pedagogy which were more traditional than was the case 
in many other LEAs. Where developments had taken place, they largely 
occurred through the actions of the schools themselves, and tended to 
be somewhat piece-meal and idiosyncratic. For instance, in one school 
the Certificate of Pre-vocational Education (CPVE) was introduced as a 
response to the needs of those pupils in the school who did not wish to 
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take A-Levels, but whose only other course of action would have been 
unemployment; this particular innovation was, however, neither opposed 
nor supported by the LEA. 
The east of the County tended to have been most affected by economic 
change, and consequently it was possible to observe some changes in the 
educational structure. In one school, for instance, the Headteacher 
stated that many of the pre-vocational aims of TVEI had been introduced 
before the Initiative had been thought of, as a response to the needs 
of the pupils of the area. In the same school there was also a well 
developed link-course structure with the neighbouring Further Education 
college. 
(ii) The Direction of TVRI in Powys. 
The autonomy of the Powys schools, in addition to the great variations 
in educational development in the County and the capacity for bringing 
this about, are important factors when considering the introduction of 
new initiatives such as TVEL It was not easy to discover why Powys 
submitted a scheme for TVEI, other than to observe that the LEA was not 
ideologically opposed to the Ini tiati ve, and that it did represent 
considerable extra funding from Central Government. While the County 
had not had any great tradition of LEA-inspired educational change, 
there was a belief among elected members that the funding provided to 
the schools was inadequate for their needs. They saw this as relating 
directly to a lack of a substantial industrial base in the County. As 
a result, some members of the Powys Education Committee saw TVEI 
funding as a possible way of revitalising the Powys economy, and since 
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TVEI was conceived as being about work and employability of young 
people, there were obvious possible spin-offs for pupils which could 
have had an important effect on the creation of future job 
opportuni ties. 
Powys, because of its economic and social problems, had already been 
recognised as a development area in Wales, and the County had received 
funding from various Development Boards. Indeed, one of the principal 
themes of TVEI pursued by the Powys Project was the development of 
enterprise education, and encouragement was given to pupils to set up 
their own model businesses. There were political and economic reasons, 
therefore, behind the Authority's acceptance of the Initiative, as was 
recognised in the First Year Evaluation Report of TVEI in the County: 
'Powys is a small diversified school system serving a large and 
predominantly rural area, it was, however, more ready for rVEI than 
might be expected. In part this is because of a wide range of EEG 
and Development Authori ty schemes such as the Hid-Wales Project 
which have been established in the schools'. 
(Eggleston 1985 p6) 
Powys Schools were encouraged by the LEA to bid for inclusion in the 
TVEI pilot scheme, and were asked to submit proposals for how they 
would meet the necessary criteria. A1 though these bids possibly had 
some effect on which schools were eventually selected, there were more 
important political implications behind the final choice of 
institutions that was made. It was decided by elected members that the 
cohort of 250 pupils would be contained in f1 ve schools, two in the 
south of the County (BHS and XCS - The Southern Consortium>, and three 
in the north (NHS, WHS and YBD - The Northern Consortium). Each of the 
two consortia was to be serviced by an FE college (CHH and XCFE) which 
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would eventually become full partners in the scheme. The nature of 
these consortia meant that, although not all parts of the County were 
represented in the Ini tiat! ve, most shades of opinion and cultural 
background were. The two schools in the 'Welsh' west were involved in 
the Powys scheme, together with one in the south-east and two in the 
north-east. 
In retrospect, this was probably not the most ideal arrangement for 
TVEI. The institutions which were chosen were a considerable distance 
apart, and also demonstrated considerable cultural and educational 
differences. As a result, collaboration between the two schools in the 
Southern Consortium was virtually non-existent, and in the north, a 
similar situation occurred as far as the Welsh medium school was 
concerned. It was also an unfortunate decision, given the strong 'old 
County idenU ty' I that no institutions from the former Radnor County 
were included in the scheme. However, the paramount difficulty in the 
arrangement of institutions was undoubtedly distance, since it proved 
impossible for the County to use TVEI as a way of encouraging 
collaboration and uniformity within the existing educational structure. 
It was difficult for meetings to occur, and for central support to be 
provided. 
The position of the colleges of Further Education in TVEI in Powys was 
interesting because, of the three colleges in the LEA, two were 
involved and one was not, which again in retrospect was somewhat 
divisive. The college in the north had already had considerable 
involvement with its local secondary school, and these two institutions 
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expanded their co-operation under the umbrella of TVEI. A 
collaborative structure was produced, which was seen by many, including 
the MSC, as an exemplary model for school-college liaison. On the 
other hand, however, since this consortium became partially isolated 
from the remainder of the northern schools, and was constantly promoted 
as an example of good practice in the County, it tended to generate 
negati ve reactions in the other institutions. In the south of the 
County, despite the fact that the college shared the same campus as one 
of the TVEI schools, there was very little attempt to share 
developments. 
It was decided by the LEA that the TVEI scheme would be managed by a 
Project Co-ordinator who was the County science adviser at the time. 
For the extra responsibilities involved, he was promoted from a Group 9 
headteacher salary to a Group 10. This person was highly regarded, 
both by the LEA and the insU tutions, for his administrative and 
advisory capabilities, but since the Authority did not fully release 
him from his other commitments, he was torn between his TVEI 
responsi bili ties on the one hand, and his many other LEA-
wide responsibilities, including science and technology, on the other. 
The Project Co-ordinator developed TVEI in a similar way to that in 
which he had previously encouraged science education in the County. As 
a result of the high esteem in which he was already held by schools, 
his approach was generally successful. However, the problems of 
distance between schools meant that he was unable to spend much time in 
any of the institutions involved, and this further exacerbated the 
difficulties created by his other commitments outside TVEI. 
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While decisions about the nature of the Powys scheme were in1 tially 
taken centrally, institutions eventually interpreted this framework in 
their own ways. However, because of the different degrees of 
preparedness of schools for TVEl, the developments varied considerably 
in degree and quality, and the LEA's policy of allowing its schools to 
preserve their autonomy meant that this situation was largely allowed 
to continue. 'Where developments were not occurring, the lack of 
advisory support, to either monitor events or to provide advice and to 
suggest alternative strategies, was a feature which did not allow TVEl 
to develop uniformly across the County. This was commented on in the 
First Year Evaluation Report: 
I •• a considerable amount of work was necessary before an acceptable 
scbeme was acbieved and tbe Authority began to participate in the 
Initiati ve. ' 
(Eggleston 1985 p4) 
The TVEl structure wi thin Powys schools was largely idiosyncratic. 
While the more obvious common themes expected by the MSC existed (eg 
work experience and information technology), other facets were less 
easy to distinguish at an Authority level. Much of the initial funding 
was made available for additional staffing, and for the purchase of 
equipment, particularly computer faclli ties. Although the curriculum 
development that took place was largely coherent with the initial 
expectations of TVEl, ie electronics, computer studies and technology, 
these areas were less affected by changes in teaching and learning 
styles than by the possibility of introducing new subject material and 
using new equipment. Little real curriculum innovation was apparent, 
since most of the newly introduced subjects were taken from pre-
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existing syllabuses and, in this sense, the introduction of TVEI in 
Powys was a low-risk enterprise. 
Al though the County TVEI submission was sent to the MSC in February 
1984, final approval was not received until near the end of the 
academic year. The short lead-in time caused problems for the LEA, as 
painted out in the First Year Evaluation Report: 
'The delayed final approval led to one major difficulty. The 
Authority, understandably, was not prepared to appoint additional 
staff Dr purchase new resources until a clear NSC COJ11111it1I1ent was 
recei ved; this meant that the enhance1I1ent of resources in schools 
.•••• did not occur until after the start of the scheme. ' 
<Eggleston 1985 p5) 
Much of the funding for TVEI in Powys was used on a 'front-loaded' 
basis to provide equipment. This meant that while the funding was 
adequate during the first year of the Project, this tailed off as the 
scheme developed, and there was 11 ttle real room for manouevre when 
future changes were being planned. This particularly affected the 16-
18 phase, for which proposals were not submitted until two years after 
the original 14-18 submission, and to which little previous thought had 
been given. 
(111) The Amount of SUpport for TVEl in Powys. 
The lack of collaboration caused problems for the dissemination of the 
developments in the TVEI schools. Although nationally, collaboration 
between institutions has been found to lead to a sharing of 
developments and to an increased knowledge of the scheme being 
developed (Sims 1989), this situation was not commonly found in the 
Powys TVEI schools, and mechanisms for dissemination throughout the 
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Authority were poorly developed. TVEl was generally a rather low-key 
and somewhat hidden feature of the Authority's work. 
Groups were created by the Project in an attempt to foster curriculum 
development (eg in micro-electronics and business studies), but these 
groups tended to have little real impact. Distance factors, and a lack 
of leadership by the County, were the main contributors to this 
si tuation. The LEA advisory staff, for instance, were not closely 
involved in the developments taking place, and the groups were managed 
by teachers who were given 11 ttle leadership and support. While 
innovations did occur in some schools, as a result of the work of 
individual teachers (eg in bio-technology and Recording of 
Achievement), these were often poorly disseminated by the Project. 
There was little involvement of the Authority's advisers in TVEl, and 
the Project Co-ordinator was largely isolated in this respect. For the 
LEA generally, and the advisers in particular, TVEl was seen as outside 
their normal remit, and was an example of additionality which was 
perceived as having little direct significance for their work. 
The Project Co-ordinator had administrative support, and the help of a 
senior careers officer who had been appointed to develop work 
experience schemes in the County. Otherwise, he was given no 
additional resources and hence his effectiveness was controlled both by 
the enormity of the tasks facing him, and by the variety of his 
responsibilities. Because a central TVEl team was virtually non-
existent, except in relation to administrative matters, there was 
little encouragement for change emanating from the LEA. Any incentives 
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that did arise, tended to come from the headteachers of the TVEI 
schools themselves. For instance, one head took the opportunity to 
develop technology teaching through the medium of Welsh. It has 
already been pointed out that heads had a high degree of autonomy in 
the County, and were able to operate in a traditional manner. As a 
result, not only were they able to generate change in their own 
establishments, they could also easily stifle it. Thus while the 
Project was keen to develop pupil profiling techniques, this was 
limited by the head of one school to a small number of pupils, despite 
the requirement to involve the whole year group. In this respect, 
change through rVEI in POWYs was directy controlled by the attitudes of 
the heads and principals of the schools and colleges, and by the ways 
in which they believed that the traditions of their schools would be 
altered, and the attitudes of their parents and governors affected, by 
involvement in the Initiative. One head was reticent to introduce the 
use of more I acti vel teaching methods, since he believed that this 
would antagonise some parents who wanted traditional approaches to be 
used. Another head, however, used the school's involvement in TVEI to 
attract industrial sponsorShip and to present a more I technological' 
image to prospect! ve parents. As a result one school forged ahead 
with TVEI, seeing it as a promotional opportunity, while another 
attempted to subsume the eUects of TVEI, and to disguise its existence 
from parents. 
The manner in which TVEI developed in the schools in POWYs was highly 
individualistic. In one case, TVEI became totally integrated into the 
pupils' programme, since many of the aims of TVEI were already in line 
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with the aims of the school. In another two schools, TVEI began to 
influence the whole curriculum and to become seen as an acceptable 
scheme for all pupils. In the remaining two schools, TVEI was very 
much an additional feature, which only survived because of the 
contractual obligation to the funding being provided. The heads of 
these schools involved their teachers and pupils as little as possible 
in TVEI developments. As discussed already, although geographical 
factors reduced the possibility of collaboration between Powys schools, 
this feature was exacerbated by the individuality of the schools, and 
their desire to maintain their isolation from the TVEI project's 
attempts to encourage some degree of uniformity. 
Staff development wi thin TVEI was not readily supported by the other 
members of the advisory team, and hence the Project Co-ordinator had to 
bear the brunt of this himself. Since he was not able to contribute 
all the required expertise, INSET tended to be piece-meal and narrowly 
focussed. Thus while there was some attention given to assisting co-
ordinators with the management of change in their institutions, there 
was no support provided to Heads of Department to implement change. 
The success of the developments taking place depended on the way heads 
were able to control access by the Project to the staff in their 
schools. The first year evaluation found that: 
I Another difficulty was that not all school teachers involved in 
teaching TVEI courses seemed to be aware of either the national Dr 
Authority determined objectives of the Initiative; some saw it as 
being of little Dr no difference from any other new Dr even existing 
subject in the curricu1 um'. 
(Eggleston 1985 p7) 
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In many respects, the two colleges were more successful in utilising 
TVEI than the schools. Both of the COlleges concerned had had to 
market their courses for the 16-18 phase in order to obtain sufficient 
students since, not only were they in competition with the schools, 
they were also in competition with each other. This meant that, since 
each college was comparatively small, TVEI was used as a means of 
encouraging change and introducing new pedagogical strategies. For 
instance, developments in the content of a number of courses, such as 
catering, nursery nursing and business studies, occurred, and changes 
were also introduced in the ways that these courses were delivered. In 
this respect, TYEI within Powys differed from the view presented by the 
national evaluation of the 16-18 phase <Bridgwood 1988), in that some 
positive developments did take place. 
The Powys Further Education colleges which were i nvol ved with TVEI, 
were also able to support the developments taking place in the schools 
in the 14-16 phase (eg through link course programmes and the sharing 
of facil1 ties). The degree and the success of this support, however, 
were affected by the relationships that had existed previously between 
the institutions concerned, and the willingness for co-operative 
developments to take place. The competit1on that occurred between 
schools and colleges in POWYs, for pupils at 16t, tended to be a 
decisive factor in this, as were the more traditional attitudes shown 
towards further education by many school staff. The traditional views 
about education in Powys tended to place an academic sixth form 
education at a higher status than a course at an FE college, and 
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consequently the nature of the 16-18 pupil populations differed 
significantly between the schools and the colleges. 
(lv) The Xanagement of TVEI in Powys. 
If the principal change strategies used by POWYs to introduce rVEI are 
examined, it is evident that no single style predominated. In terms of 
the strategies identified by Chin (1967) and Etzioni (1961) the 
approach used lay somewhere between a rational-empirical model and a 
normative/re-educative one, without either model being matched in its 
entirety. Whi 1st it was apparent that there was no real pressure 
from the LEA to enforce changes in the schools, the 'funding coercion' 
of the TVEI project was an incentive for some changes to be made. 
However, since there was little attempt by the LEA to impress its own 
objectives on its institutions, the innovations which occurred tended 
to be those which were acceptable to the individual schools and 
COlleges. In addition to maintaining the autonomy of its institutions, 
it was apparent that the ideas which were suggested to institutions by 
the LEA had a high degree of coherence with existing practices. In 
this respect, the LEA did not seem to want to provoke any degree of 
disharmony. The difficulties which the LEA had in disseminating and 
communicating its ideas to its institutions, did not assist in the 
management of change process, for there was a need to rely upon 
distanced communications. Although the Project Co-ordinator attempted 
to encourage change and to support innovation, he was not well 
supported in this by other LEA staff. As a result, he was unable to 
spend much time changing attitudes and practices in the institutions 
themselves, and relied upon written communications and centrally 
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organised development meetings. The written communications tended to 
require a willingness on the part of individuals in the schools to 
accept the common sense of the suggestions being made, while the 
meetings which were held were infrequent, and involved only a small 
number of teachers, mainly at Head of Department or school co-ordinator 
levels. Since the Project did not articulate its policies strongly to 
its schools, the meetings which were held tended to reinforce existing 
practices, and helped to create a tacit acceptance of these. While the 
Project had attempted to set up two 'consortia' these did not operate 
effectively, and the schools largely maintained their independence. 
The model for introducing TVEI in the County was one of relative-
autonomy (Beattie 1985), in which, although the LEA provided the 
framework for development, actual control over the delivery of the 
scheme lay with the institutions involved. The autonomy of the 
individual headteachers of the Powys schools was critical to the ways 
in which changes occurred through TVEI, and to whether or not changes 
were actually adopted by their staff. 
The Proj ect Co-ordinator adopted a role in which he administered all 
aspects of the scheme, but in which he distanced himself somewhat from 
its delivery in the schools. While he did not adopt a 'Chief 
Executive' style (Chapter 4), nei ther did he attempt to manage the 
Initiative in the schools or to compete with headteachers for control 
of TVEI. In effect, he tried to persuade individuals and institutions 
to adopt changes, and attempted to show them how this might be 
achieved. While he clearly wanted to further the aims of TVEI I this 
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was not done in ways which over-ruled the autonomy of the institutions. 
In all these respects, therefore, he adopted what Beattie (1985) has 
described as the 'Adviser' role, which was merely an extension of the 
former position he had held in the Authority. With the advent of the 
Extension phase of rVEI, the LEA attempted to strengthen its management 
of the Initiative in its schools by appointing two consortium managers. 
While it might have been anticipated that the Project Co-ordinator 
would then have adopted a 'Chief Executive' or 'Inspector/evaluator' 
style, in which he created structures and opportunities for monitoring 
the delivery of the scheme, this was not the case, and he largely 
maintained his previous advisory approach. 
It was apparent during the Annual Reviews of the Powys project, held in 
1986 and 1987, that relationships between the LEA and the MSC were 
sometimes fraught. The MSC argued that the Project was not fully 
meeting its contractual obligations, particularly with regard to 
collaborative working and curriculum development. The MEC attempted to 
redefine the objectives for the coming year. The style adopted by the 
MSC was confrontational and direct! ve and was aimed at restructuring 
the ways in which the Project was operating. During these meetings the 
LEA sought to defend its position, and was supported in this by the 
headteachers of the TVEI schools. The LEA argued that good progress 
was in fact being made at the institutional level and that it was 
supportive of the work of its headteachers. While there were sometimes 
taci t threats from the MSC to discontinue the funding, this did not 
occur. The problem for the MSC was that it had only limited evidence 
upon which to base its case, since it had just one Regional Adviser for 
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the whole of Wales. The tenor of the Annual Review held in 1988 was 
somewhat different, and there appeared to be a greater willingness on 
the part of the XSC to enter into a dialogue with the Authority. This 
Review, however, was held at the time when Powys had been refused entry 
into TVEI Extension. 
(v) The Future Integration of TVBI. 
The first Powys submission for TVEI Extension was turned down by the 
MEG in 1988, largely because of an apparent lack of proposed management 
structures for supporting the development of TVEI in the schools, but 
also as a result of a lack of previous and proposed collaborative 
developments. Despite the fact that the MSC had agreed to provide the 
LEA with I development I funding in order to prepare the ground better 
for Extension in the future, the refusal of an immediate start had a 
noticeable effect on the elected members and officers of the Authority. 
Their reaction to the rejection of the submission was taken as being 
tantamount to the XSG stating that the quality of education provided by 
the LEA was not acceptable, and they decided that a thorough internal 
review of secondary and further education was needed. The refusal of 
the Extension bid by the MSG encouraged the LEA to look again at its 
management strategies. Local evaluation reports and Annual Reviews had 
provided formative evidence about the progress of the Project, but this 
information seems either to have been misunderstood or deliberately 
ignored. Whether it was right for the Authority to be allowed to fail 
in this way in its attempt to enter TVEI Extension is questionable. It 
might have been more appropriate for the MSC to provide add1 tional 
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formative feedback on the successes and failures of the scheme, rather 
than to issue a summati ve judgement. However, this outcome reflected 
the problems confronting the MSC in its attempts to manage the 
Initiative which have already been outlined in Chapter 4. If the MSC 
had decided on a strategy of encouraging LEAs to change by issuing a 
refusal to start on Extension, then this certainly appeared to have the 
necessary effect in the case of POWYs. The difficulties of allowing 
the autonomy of individual institutions to continue against a 
background of inadequate collaborative development were high-lighted, 
if not immediately acted upon. 
6.3 THB I1STITUTIOIAL FRAXEWORI. 
In order to consider more fully the factors which were found to affect 
the acceptance and integration of TVEI in the separate institutions, 
the seven TVEl schools and colleges will be considered against the 
following conceptual framework: 
i) An analysis of TVEI at the institutional level. 
The data that was collected during the evaluation of the TVEl 
institutions in POWYs will be set agaInst the conceptual 
frameworks and models discussed in previous Chapters of this 
thesis, Ie: 
Saunders' framework (1985) relating to the ways in which 
TVEI was accepted into the institutions, 
Dale's framework (1986) relating to the degree to which TVEl 
was seen to fit with the 'salience' of the institutions, 
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1i) The attitudes of the Headteachers and Principals to TVEI 
developments. 
The role of the insU tution head, in the process of change 
through TVEI, has been considered in Chapter 4. In this section 
the results of interviews with the headteachers and principals 
of the Powys schools and colleges will be considered against 
that earlier analysis. 
1i1) The roles and functions of the Institutional TVEI Co-ordinators. 
Bell (1987) and McCabe (1986) have described the central! ty of 
the role of institutional co-ordinators wi thin the management 
of TVEI, and this has been discussed in detail in Chapter 4. 
This section will include the results of the semi-structured 
interviews carried out with the TVEI institution co-ordinators 
in Powys, and will consider some of their perceptions of the 
roles that they fulfilled in their institutions. In addition 
the results of the activity diaries which were kept by the co-
ordinators will be analysed. 
6.4 A CONCEPTUAL AIALYSIS OF TVEl AT THE IISTlTUTlOIAL LEVEL. 
There were considerable differences between the ways in which 
individual institutions 1nterpreted TVEI in Powys. The differences 
tended to reflect: 
i) the traditions of the institutions, and 
ii) the views of the headteachers and principals. 
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FIGURE 6.1. A Summary of Institutional Change through tVEI. 
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:of TVEI 
: narrow : wide :narrow : wide : very 
: wide 
: narrow: fairly: 
wide : 
._---------_.--------_._-----_._-----_._-----_._------._-----_._------,       ,  . 
:Status of : low 
: TVEI 
: Overall 
: Effect 
accom 
: high : low : high : high : low 
adapt 
: exten : 
accom mutual: mutual: accom 
: devt : devt 
(accom = Accommodated; adapt exten = Adaptive Extensionj ) 
: low 
accom 
The various features relating to the introduction of TVEl in Powys 
tended to reflect the historical perspectives of the County's schools. 
Since schools in the LEA had considerable autonomy, they tended to 
operate initiatives in ways that they found to be most appropriate for 
dealing with the attitudes of their staff and parents. and for matching 
their existing organisational structures. The ways in which TVEI was 
assimilated into the institutions. and the subsequent effects that the 
scheme had on their practices, are illustrated in Figure 6.1, in which 
the seven institutions involved are considered against a number of 
theoretical frameworks for the adoption of TVEl. It will be noticed 
from this table, that in terms of Dale's (1985) model of 'The TVEI 
Effect', the identity of TVEI was high within four of the institutions, 
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while in the ather three it was law. Al though in one school there 
were only a limited number of students exposed to TVEI, in the 
remainder, a fairly high degree of institutionalisation was observed. 
In all but one case, TVEI was quite well integrated into the work of 
the schools and colleges. Although this could have been interpreted as 
a sign of the acceptance of TVEI by the Powys institutions, it has to 
be acknowledged that this might also have been a strategy used by some 
schools to 'hide' the Initiative within their more general work. This 
possi bili ty was also supported by the fact that the 'Compass' <Dale 
1985) of TVEI in the institutions was fairly evenly dividedj in three 
cases it was fairly small, and in four fairly large. In the case of 
one school, however, the 'Compass' was undoubtedly widening as TVEI 
became perceived as less of a threat to the organisation. 
There was considerable concern among the Powys rVEI heads and 
principals over the effects that the Ini tiati ve might have on their 
insti tutions. Where this concern was sufficiently great, the heads 
either attempted to 'hide' the Initiative in the general work of their 
schools or, as was the case in one school, to isolate TVEI entirely and 
to regard it, as far as possible, as the LEA's project rather than the 
school's. The reason that the latter approach was not more commonly 
used in the County was probably because any failure of the Initiative 
might have then been seen as attributable to the schools. 
The problems inherent in Dale's model, which have already been 
discussed in Chapter 4, are well illustrated in the case of the Powys 
TVEI project. Although the framework is a useful one for making 
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comparisons between the institutions, it does not take into account a 
number of factors: 
(i) the effect of the Ini tiati ve on the institution over a period of 
time, 
(11) 
(11i> 
the traditions of the institutions themselves, and 
the nature of the relationship between an institution and the 
LEA. 
In nearly every case, the salience of TVEI in the institutions in Powys 
was found to increase with time, particularly with regard to its 
integration and 'Compass'j this was probably a result of: 
the degree to which the Project itself was able to encourage 
change, 
teachers becoming more comfortable with the Initiative, 
some of the beneficial effects that the scheme was seen to be 
producing (for instance work experience and profiling became 
particularly acceptable aspects in the work of the schools), 
the INSET which became available through TVEI and TRIST. This 
encouraged the development of new teaching and learning styles 
and encouraged a coherence with the simultaneous introduction of 
GCSE. 
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Thus, whereas initially some headteachers had been wary about the 
scheme, their anxieties relaxed as the potentially negative effects of 
TVEI were either eliminated, or proved to be containable. While the 
salience generally increased, this did not mean that the scheme 
produced by any individual school was ever fully consistent with the 
aims of the TVEI project. 
In general, most of the inst! tutions had 11 ttle history of providing 
any form of vocational education. Where this had been more common, 
if only for limited 
It needs to be 
TVEI was found to be more readily acceptable, 
groups of students and for specific purposes. 
acknowledged, however, that where the existing practice of the 
inst1 tution was broadly consistent with TVEI I the degree of change 
engendered by the Project was often quite limited compared with those 
institutions that started from a lower base-line. For instance, 
although TVEI was seen by one of the colleges as legitimately 
furthering those aspects of its work which were consistent with the 
broad philosophy of TVEI, these were not entirely consistent with the 
immediate objectives of the Powys project, and the developments 
undertaken were idiosyncratic. While the college introduced active 
learning approaches into various vocational courses, these had not been 
previously agreed as priorities with the LEA. 
In Chapter 4, the concept of 'status' was introduced as an important 
addition to Dale's typology. TVEI was given low status in most of the 
institutions in Powys, and subjects, introduced through TVEI, were only 
able to compete with established academic subjects if they could also 
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promote an academically acceptable format, eg electronics. Many of the 
institutions were unhappy about marketing TVEI as a suitable course for 
all pupils, because it might have eroded some of their more favoured 
academic traditions. As a result, TVEI often became part of an 
alternative curriculum, and was used to provide opportunities for less 
able or disaffected pupils in a number of the schools. Again, this 
situation was seen to change with time, as elements of TVEl became more 
acceptable to the institutions. The Initiative changed from a bolt-on 
curriculum development to an innovation concerned more with classroom 
practice and pedagogy. It has to be acknowledged, however, that this 
change was slow to occur in POWYs and probably reflected the lack of 
determination by the Project leaders to generate and sustain changes in 
the institutions. 
The lack of capability in the LEA for encouraging and sustaining change 
was also demonstrated by TVEl being 'adapted' <Saunders 1986) in four 
insti tutions to f1 t the existing aims and structures. While in one 
case there was some extension of the existing pattern, only in two 
cases was TVEl actually used to support and encourage change, 
particularly in relation to teaching and learning styles and the work-
related curriculum. However, even in these institutions, many of the 
changes had already started to occur, so that, in effect, the 
development was ' mutually beneficial' . A major diff1cul ty with 
Saunders' categories is that they do not take into account how 
consistent the changes were wi th the aims and criteria of TVEI. In 
the case of the two institutions in which there was 'mutual 
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development', there was a coherence between the schools' aims and the 
aims of TVEI, while in the other case, where 'adaptive extension' was 
taking place, there was some inconsistency between these changes and 
the objectives of the Initiative, ie TVEI was being used only as a 
source of funding to generate change. Where TVEI was 'accommodated' by 
the institution, this was often a sign of the concern of the 
headteacher about the effects that the lni tiati ve might have on the 
work of the school. In those cases where TVEI was later found to 
produce positive benefits, heads were then more willing to allow TYEI 
to have an increased impact. In one school, for instance, the effects 
that TYEI was having on the attitudes of pupils to their work, as a 
result of increased opportunities for negotiation with teachers, 
encouraged the head to become more innovative in other areas of the 
school organisation. 
The impact that TVEI had on an institution was also dependent upon the 
attitudes of other staff in the school. Where the school co-ordinator 
or Heads of Department had views about TVEI which were opposed to those 
of the headteacher, this had some effect on the ways in which the 
Initiative was assimilated. In one school, the attitude of the 
headteacher towards TVEI was found to be strongly influenced by the 
positive reactions of his TVEI co-ordinator, who was also a member of 
his senior management team. It was also evident in some schools that 
changes were taking place despite the opposition of the headteacher to 
TVEI, however, these changes were in discrete and somewhat marginal 
areas of the curriculum (eg electronics> and had a minimal impact on 
the overall running of the school. It was difficult for TVEI to have 
-225-
any real influence in schools where the headteachers were strongly 
opposed to the Initiative, due to the authority that they held. It was 
noticeable, however, that some heads found it difficult to sustain 
changes, which they favoured, in the face of opposition from their 
staff. This was particularly true when a change had been introduced 
that was demanding of staff time (eg pupil profiling and Recording of 
Achievement). Where schools had already formed a working relationship 
with the Authority in relation to curriculum development (eg the 
introduction of Nuffield Science schemes), this became an additional 
inducement to the successful introduction of TVE1. The attitudes of 
the head teachers was an essential element in the impact that TVEI had 
in Powys, and in all cases the heads were the principal gate-keepers 
and change agents in their institutions. 
6.5 TRB ATTITUDES OF THE POWYS HEADTEACHERS AID PRIICIPALS TO TVEI 
DEVELOPXEITS. 
At the time when TVEl was introduced into Powys, all of the secondary 
school headteachers and college principals in the County were men. 
They had all been in post for some considerable time and had 
established their authority and autonomy within their institutions. 
Although the schools varied in size, even in the biggest institution 
nearly all transactions needed to take place first through the head. 
The heads and principals were highly influential in the development of 
TVEI in the County, and dealt with any Changes imposed from outside 
their schools. Figure 6.2 demonstrates that the predominant management 
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style used by these heads and principals was a traditional hierarchical 
one. 
Figure 6.2. Headteacher/Principal styles in Powys. 
: Institution : Style 
=====:========================================== 
BHS 
CHH 
XCS 
KCFE 
IHS 
WHS 
YED 
Traditional Authoritarian/ 
Charismatic 
Entrepreneurial/ 
Charismatic 
Traditional Authoritarian 
Traditional Authoritarian 
Traditional Authoritarian 
Traditional Authoritarian/ 
Charismatic 
Traditional Authoritarian 
(Derived from Sikes, Xeasor and Woods 1985) 
This conclusion was arrived at through individual interviews with the 
headteachers, with LEA officers, and with teachers in the schools. The 
heads were observed carrying out their daily activities, and they also 
completed a questionnaire about their attitudes towards TVEL The 
leadership style they employed was then measured against the following 
set of parameters: 
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(i) The Traditional Authoritarian Heads. 
The extent to which they put forward their own aims and 
objectives for their schools, 
The extent to which they expected staff to accept their 
decisions as a consequence of their status. 
(ii) The Participative Heads. 
The extent to which they involved other people in decision 
making, 
How far they saw their role as being the leader of professional 
teams. 
(iii) The Charismatic Heads. 
The extent to which they expected staff to accept their 
decisions as a consequence of their experience and wisdom. 
(iv) The Bureacratlc Heads. 
How far they accepted the LEA's philosophy for their schools, 
The extent to which their schools operated a rigid bureacratic 
system with little flexibility. 
(v) The Entrepreneurs. 
How far they saw their role as marketing educational services to 
the community. 
The Powys heads were clearly in charge of their institutions, and staff 
expected that any decisions about innovations would be made by them. A 
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number of the heads adopted charismatic ways of working with their 
teaching staff, and these individuals were held in some 'awe' by many 
of their colleagues. The POWYs heads and principals were very much the 
Leading Professionals (Hughes 1973) in their institutions, and as such 
strongly influenced the ways in which their cOlleagues operated. 
Figure 6.3 Powys Headteachers' responses as Leading Professionals. 
: Institution Type of approach 
================================================ 
BHS Tradi tional1st 
CHH Innovator 
Kes Traditionalist 
KCFE Innovator 
IHS Innovator 
WHS Entrepreneur 
YBD Extended Professional : 
<Derived from Hughes 1973) 
Hughes defined two aspects of the 'Leading Professional' role: a 
'Traditional Dimension' and an 'Innovating Dimension'. The former 
relates to how far the headteacher is willing to become involved in 
teaching and pastoral activites, and the latter to how far the head is 
willing to encourage innovation and to be influenced by views external 
to the school (eg through professional associations). These criteria 
were used to assess the nature of the professional response made by 
each of the headteachers in Powys, through an analysis of the evidence 
which was gained during this research. This evidence included 
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interviews with the headteachers, with LEA officers and with teachers 
in the schoolsj observation of the daily acti vi ties of the 
headteachersj and the responses that the heads made to a questionnaire 
relating to rVEI. 
Figure 6.3 shows that two of the heads were low on the innovation 
dimension but higher in their responses to teaching and pastoral work, 
while three were higher on innovation than on the traditional dimension 
of their schools. One head was an 'Extended professional', and was 
qUite high on both dimensions. The other head did not fit easily into 
the categories proposed by Hughes (1973), since he was average on both 
the innovating and traditional dimensions but high on his attempts to 
encourage public relations and to create a posi t1 ve image for his 
school. 
Although a majority of the Powys heads were innovators, they tended to 
be select! ve over the innovat1ons that they adopted. I n most cases 
they were 'low risk-takers', and thus they welcomed changes that were 
unlikely to damage the existing organisational patterns of their 
institutions. In most cases their views were already well established. 
They did not respond readily to persuasion, and were not prepared to be 
easily convinced by examplej however, a change did occur in the case of 
one of the headteachers, who later came to the conclusion that a number 
of his initial reactions to rVEI were unfounded. 
Hughes' research demonstrated that there was a tendency for heads of 
large schools to be 'innovators' and for heads of small schools to be 
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'traditionalists'. This was nat observed in this study, since the head 
of the largest school (BRS) was a 'traditionalist' and the head of the 
smallest school (YBD) an 'innovator'. The principals of the twa 
colleges were bath 'innovators', which probably reflected the 
increasing demand for further education to be responsive to the needs 
of students and industry, and to generate its awn full cost recovery 
income. 
Mast of the heads and principals welcomed the introduction of TVEl, nat 
so much for the inherent aims of the Initiative, but because the 
funding had enabled them to further pursue those avenues of development 
which they had already begun. None of them had had to introduce any 
changes that they had nat wished to, which suggests that they were able 
to be selective about how they assimilated the TVEI aims, and that the 
LEA had nat coerced them into adapting changes that they did not want 
to undertake. In this sense, therefore, all the institutions used TVEl 
in idiosyncratic ways, and except in the case of one school and one 
COllege, collaboration was nat encouraged by the headteachers. Indeed 
there was 11 ttle cammon ground upon which to base the consortium 
structure that had been created by the Project, and in effect this did 
not operate at all successfully. In fact, the attitudes of the heads 
and principal in the south of the County meant that that consortium 
virtually faUed to work: at all. The advantages which accrued for 
schools and colleges in Powys, through TVEl, were largely focussed, 
therefore, an the needs of individual institutions. 
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Figure 6.4 Headteachers' attitudes to introducing TVEI. 
Institution Head's Attitude to TVEI 
================================================ 
BHS 
CHH 
XCS 
MCFE 
NHS 
WHS 
YBD 
Abdication 
Supportive 
Co-operative 
Supportive 
Supportive 
Suspicious (early stage) 
Supportive (later stage) 
Filibustering 
------------------------------------------------
(Derived from Sikes and Taylor 1987> 
The individual needs of their institutions led headteachers to support 
or oppose TVEI to differing degrees. 
The evidence which was available in this research, Ie: 
(i) the responses from interviews with heads, LEA officers and 
teachers in schools, 
(il) observation of the dally activities of headteachers. 
(ili) an analysis of a questlonnaire completed by heads about lVEI. 
was analysed aga1nst the following l1st of possible headteacher 
attitudes towards lVEI: 
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(i) The 'Supportive' Head. 
These headteachers accepted the principles of TVEI, and were willing 
to promote and develop the Ini tiati ve in their schools and with 
their local communities. 
(ii) The 'Co-operative' Head. 
These headteachers accepted the maj or principles of TVEI, and were 
willing to develop most of the criteria within their schools. 
(iii) The 'Suspicious' Head. 
These headteachers accepted many of the principles of TVEI but were 
uncertain about the broader implications, and the future prospects 
for their schools. 
(iv) The 'Filibustering' Head. 
These headteachers maintained a posi t1 ve public view of TVEI, but 
found as many ways as possible of objecting to the developments 
taking place. 
(v) The 'Abdication' Head. 
These headteachers gave responsibility for TVEI to someone else, and 
withdrew from public involvement as much as possible. 
Figure 6.4 demonstrates that, of the seven headteachers and principals 
involved in Powys, three were supportive of the Initiative, one was 
fairly neutral but willing to co-operate with the LEA's proposals, one 
was initially suspicious of the scheme but became supportive later when 
-233-
some of the benefits had become more apparent, one abdicated 
responsibility for the Initiative to his deputy and made it clear that 
TVEI was to remain a discrete aspect of the work of the school, and 
one, while not non co-operative, tended to filibuster and to resist the 
introduction of the scheme. 
The disadvantage, cited by a number of headteachers and principals, 
that TVEl demanded a specified cohort of pupilS, was overcome in two 
insti tutions by opening the available opportunities to all pupils. 
Although there was resistance from the LEA to this line of action being 
taken, the institutions were allowed to introduce this amendment 
anyway. A number of heads saw TVEI as a way of providing for 
disaffected pupils and planned accordingly. Others saw it as a means 
of supporting changes across the curriculum for all pupils in areas 
such as work experience. Overall, however, the prime aims of the 
Initiative were not closely adhered to, particularly with regard to the 
work-related curriculum and the introduction of more active styles of 
teaching and learning. 
The introduction of TVEI into Powys schools and colleges has to be set, 
therefore, against a background of powerful insU tuUonal heads and 
principals who were both the prime gate-keepers and change agents in 
their own institutions. In general, these heads were also low 'risk-
takers' and thus tended to filter innovations in ways which preserved 
the status quo, often arguing that this was because their staff were 
not prepared for rapid or fundamental change. In this way, the heads 
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maintained a certain outward paternalism, which was not altogether 
philanthropic in nature. 
Although the headteachers were not generally in a position of having to 
compete with other schools for pupils, they were none-the-less very 
much concerned with the image that their own schools presented, 
particularly in relation to academic performance. This too was 
influential on the ways in which TVEI was perceived and introduced. 
The colleges of Further Education were in a slightly different 
posi tion. Although they were too far apart to seriously compete with 
one another, they were both in competition with their local schools for 
post-16 students. This was not a particular problem in the northern 
consortium since the college and its neighbouring school had 
established a system of collaborative working, which meant that A-Level 
work was delivered in the school and vocational work in the college, 
with the possibility of some students undertaking mixed-target courses 
in both institutions. The school and college in the south did not have 
this same arrangement. Here there was a more open competition for 
students which tended to place a strain on relationships. 
The Proj ect Co-ordinator attempted to overcome competi t1 ve situations 
between schools by creating networks for the TVEI i nsti tution co-
ordinators to operate within. They met rather infrequently in 
consortium groups, and with the Project Co-ordinator as a whole LEA 
team. They were also involved in planning development and INSET 
programmes for the Project. In appointing their school co-ordinators, 
heads generally looked for individuals who would administer the scheme 
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effectively, while not necessarily encouraging change to take place. 
The co-ordinators appointed in three of the institutions were j unlor 
members of staff; in one case, a teacher with just two years experience 
<Fig. 0.5). In three other institutions, the co-ordinators were 
teachers who previously had worked closely with their heads and were 
unlikely to usurp their authority or to introduce changes outside the 
established ethos of the institution. In the remaining school, the co-
ordinator was appointed for expediency reasons and was not seen either 
as a change agent or as a confidante of the headteacher. In this 
insti tution the status of TVEI was low. The ways in which the co-
ordinators worked, and the attitudes they brought to bear on TVEI were 
critical to the development of the Project. 
Figure 6.5. The backgrounds of the Powys TVEI Co-ordinators. 
: Institution: Teaching 
: Experience 
BHS 35 yrs 
Previous post 
: Scale 4 Pastoral Head : 
-----------------------------------------------------
CHa 20 yrs : Lecturer 
XCS 18 yrs : Scale 2 Hd of Dept 
MCFE 16 yrs : Principal Lecturer 
NHS 13 yrs : Scale 5 Pastoral Head : 
was 15 yrs : Scale 4 Pastoral Head : 
YBD 2 yrs : Scale 2 Hd of Dept 
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6.6 THE ROLES AID FUNCTIONS OF THE IISTITUTIONAL TVEI ~ORDIIATORS. 
Each of the TVEI institutions was required to appoint its own co-
ordinator from the funds which were made available by the Project. The 
responsibility for this was given to the headteachers and principals. 
Since no clear guidelines were provided by the LEA for the roles that 
the co-ordinators were expected to fulfil, the appointments were 
idiosyncratic and dependent 
principals held about TVEI. 
upon the views that the heads and 
However, the role of the institution co-
ordinator was often crucial to the ways in which TVEI was introduced at 
the institutional level, and in order to gain as complete a picture as 
possible of TVEI in Powys, it is important to analyse the ways in which 
these people operated in the Authority's schools and colleges. 
Evidence about the roles and functions of the co-ordinators was 
collected by: 
(1) interviewing the co-ordinators about their roles and 
responsibilities, 
(11) analysing the diaries that they kept of their day-to-day 
acti vi ties, 
(11i) analysing the questionnaires that the co-ordinators 
completed about their roles, 
(v) interviewing each of the headteachers about their 
perceptions of the roles of their co-ord1nators, 
(vi) observing the day-to-day work of the co-ordinators. 
The evidence demonstrated that in only two of the seven POWYs TVEI 
institutions did the co-ordinators have any real responsibility for the 
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Initiative. and these had previously co-operated in terms of curriculum 
development anyway. In all the other institutions. control over TVEI 
developments was held by the headteacher (3 schools> I principal <1 
college) or deputy head (1 school). 
Figure 6.6. The Operational Xodes of Powys TVEI Co-ordinators. 
----------------------------------------------------------
: Instt tution : Co-ordinator mode : Locus of control : 
========================================================== 
: BHS 'Administrator' Deputy Head 
----------------------------------------------------------
: CHH 'Admin/Head Dept' : Principal 
: XCS 'Administrator' Headteacher 
: XCFE 'Deputy Head' Co-ordinator 
: NHS 'Deputy Head' Co-ordinator 
: VHS 'Head of Dept' Headteacher 
: YBD , Administrator' Headteacher 
The institution co-ordinators had generally been appointed by their 
headteachers for their administrative competence. rather than for their 
experience in curriculum development. Important decisions about TVEI 
were made by the heads and principals, and unlike the situation 
described by Bell (1986), the co-ordinators did not usually have direct 
links with the Project management since. in Powys. this also tended to 
operate through the heads and principals. Although the co-ordinators 
were involved in curriculum and INSET planning, their influence on the 
management of the Project as a whole was limited. Young (1986) 
considered that many TVEl co-ordinators were appointed because they 
would be influential in bringing about changes in teacher attitudes. 
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however, this was not the case in POwys. Many of the heads wanted to 
maintain the status quo in their schools, and their co-ordinators 
presented no threat to them in this respect. 
Figure 6.6 illustrates these features in terms of the typology 
introduced in Chapter 5. It can be seen that in tour at the 
insti tutions the co-ordinators were 'administrators' having no 
delegated responsibil1ty or control over their school's TVEI scheme. 
They were not members at their senior management teams and tended to 
know little about what was happening. They were usually unable to 
influence the decisions that were taken. In only two institutions 
were the co-ordinators afforded this degree of authoritYi as a result, 
these people were able to function as 'Deputy Heads'. The locus of 
control over TVEI in most cases lay with the headteachers and 
prinCipals or with their deputy heads, rather than with the co-
ordinators. 
HcCabe (1986) introduced a list of the activities that he observed co-
ordinators carrying out in a number ot TVEI projects. These included: 
(1) 
(11 ) 
(111) 
(1v) 
(v) 
(vi) 
(vii) 
presenting courses and programmes to students, 
monitoring the progress and balance ot programmes, 
ordering and distributing materials and resources, 
checking on accommodation, 
arranging various in-service events. 
completing necessary forms and summaries, 
interviewing and being generally available to students, 
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(viii) 
(1x) 
(x) 
looking after visitors, 
organising and persuading colleagues, 
taking a high degree of responsibility for future planning. 
The first eight of these activities are largely administrative. The 
evidence collected during this research showed that the Powys co-
ordinators spent much of their time operating in these areas. Their 
involvement in monitoring developments was generally limited, however, 
since this was not a feature that was encouraged by either the Project 
or the institutions. The remaining two activities are more managerial 
in nature. It was not common to find the Powys co-ordinators 
substantially engaged in this sort of work. In addition to McCabe's 
categories, further co-ordinator roles have been identified in Chapter 
4. These included: 
administrator, 
pupil counsellor, 
TVEI adviser, 
curriculum developer, 
leader of a teaching team, 
evaluator. 
The Powys co-ordinators were only commonly involved with the first twa 
activities on this list. While some were occasionally engaged in the 
third activity, very few of the co-ordinators ever addressed the last 
three. As a result the status of mast of the co-ordinators was law, 
and they were nat regarded as change agents either within their 
institutions or by the Project as a whole. While they carried out the 
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tasks which were required to ensure that the Project was efficiently 
administered, the amount of development work that they undertook was 
limited. 
The co-ordinators were not given much specific training for their role 
by the LEA, and opportunities for any subsequent j oint co-ordinator 
development were limited compared with the other two LEAs considered in 
this thesis. In part, this was due to the problems of distance, but 
the desire to preserve the autonomy of the individual schools was also 
an important feature. The networks of co-ordinators which were 
observed in other parts of the Country (Bell 1986), were not set up 
effectively by the Powys Project. Although meetings for co-ordinators 
were held, these were at infrequent intervals, and there was no real 
attempt made to mould the co-ordinators into a team. It was evident 
that the Project Co-ordinator realised that the mixed status of the 
group would be difficult to manage, and he tended to rely on just two 
of the seven co-ordinators for advice and assistance when planning the 
County-wide project. These were the co-ordinators from MCFE and NHS 
who had previously been active in curriculum and organisational change 
and who brought with them experiences which the Proj ect Co-ordinator 
found helpful. This situation created something of a division among 
the group of institution co-ordinators. 
In most cases the institution co-ordinators performed their TVEI role 
in addition to their previous responsi bili ties, and they were given 
little time or promotional reward. Compared with co-ord1nators 
nationally, who were generally paid on Allowance D or above <Lines and 
-241-
Stoney 1989), those in Powys were, in most cases, on substantially 
lower salary levels. It has been shown in Chapter 4 that an important 
feature relating to the status of co-ordinators was their standing with 
regard to their school colleagues. In half of the institutions in 
Powys, this was generally quite low. 
There is little doubt that, in most cases, the Powys TVE! co-ordinators 
were not effective in bringing about real innovation. However, the. 
reason for this lay more with their headteachers and principals, and 
with the management of the Project as a whole, than with them as 
individuals. Bell (1986) and XcCabe (1986) have both argued that the 
TVEI institution co-ordinator was a 'key' past in the management of 
innovation, but in Powys, this was not generally found to be the case. 
Except in the case of twa institutions, the co-ordinators merely acted 
as administrative assistants to other staff, who maintained the locus 
of control aver the Initiative. They were not usually concerned with 
furthering the development of TVEI to any great extent. 
In this Chapter, the responses of the institutions in one LEA, to the 
impact of TVEI, have been considered, and the findings have been 
analysed in terms of: 
the nature of the LEAj 
the wider implicat10ns of the Initiative; 
the nature and management of educational change. 
It was pointed aut previously that a stUdy of the introduction of TVEI 
into Powys LEA was chosen as a detailed case study because of the 
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cultural diversity of the Authority, the range of different sized 
schools, and the variety of educational practice that existed. Powys 
was also an LEA that had not been in the vanguard of educational 
change, and was not, therefore, accustomed to introducing educational 
ini tiati ves. Since TVEI was concerned, at least initially, with 
vocationalising the curriculum, it might also have been expected that 
Powys, with its largely rural population, would not have found any 
immediate relevance in a scheme of this sort, particularly since the 
LEA had previously maintained a largely traditional approach to the 
secondary school curriculum. Taking all these features into account, 
an analysis of the research evidence leads to the identification of the 
following characteristics of the Powys TYEI project: 
(i) TVEI was initially accepted by the LEA and its institutions more 
for the available funding than for its inherent educational 
objectives. As a result, the coherence between TYEI and the 
County's educational policies was not closely considered by the 
LEA. 
(ii) The cultural divergence, between different parts of the County, 
caused difficulties both for educational management and for 
inter-school collaboration. 
(iii) There was a fairly laisser-faire attitude exhibited by the LEA 
towards its institutions, particularly in terms of curriculum 
development. As a result, there was a considerable variety of 
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practice to be found wi thin the Authority' s schools. This 
hampered attempts at collaboration. 
(iv) The institutions were largely autonomous, and had become used to 
working in isolation from the LEA. They tended to rationalise 
this situation by arguing that the LEA was unwilling to take 
decisions and that, as a consequence, the onus was on them to do 
so. 
(v) The communications structure wi thin the LEA was weak, and this 
prevented dissemination and training programmes from working 
effecti vely. Although distance was often quoted as the prime 
reason for this failure, other issues, particularly the desire 
of institutions to maintain their independence and cultural 
identities, were also important. 
(vi) Although TVEI encouraged changes to occur in most of the 
institutions, these were often idiosyncratiC and not always 
consistent with the aims of the Initiative. Although the 
insti tutions were able to use TVEI to meet their own 
developmental needs, these were not always among the highest 
priorities for the LEA. 
(vii) The headteachers and principals were powerful figures who ran 
their institutions in a generally autocratic and traditional 
manner. The size of the school seemed to make little difference 
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to this, for although the schools were clearly very different, 
the ways in which they were led were remarkably similar. 
(viii) In the case of Powys, the 'User system' (Bolam 1975) was 
represented by the individual institutions rather than the LEA. 
The principal change agents were the headteachers/principals, 
rather than the institution TVEl institution co-ordinators, who 
frequently acted as their administrative assistants. The 
heads/principals were also the principal gate-keepers in their 
insti tutions. 
(ix) The Further Education colleges seemed to be more willing to use 
TVEI as a change mechanism than were the schools; possibly 
because they perceived the need to become more responsive to the 
demands of students and industry, and to compete more with the 
traditional academic expectations which were predominant in the 
County's sixth forms. 
(x) Al though the MSC was aware of the situation regarding TVEl in 
Powys, it did very little to assist the Project with its 
difflcul ties. Annual Reviews were confrontational and 
highlighted problem areas. The MEC did not, however, have the 
capacity to support the Project in an effective way. Eventually 
the LEA was refused admission to TVEl Extension and this did 
have the effect of causing elected members to address some of 
the issues identified previously. 
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rVEr in Powys was used by the institutions, therefore, as a mechanism 
for developing their own individual needs, largely independent of each 
other, and of the LEA. Contractual obligations were seen to be 
directly to the MSC rather than to the LEA, and the Project as a whole 
was somewhat ineffectual in controlling and facilitating change. In 
the next two Chapters, a comparison will be made with two other rVEr 
projects, in order: 
(i) to examine the roles played by the different project co-
ordinators, LEA advisers, school co-ordinators and headteachers, and 
(ii) to analyse the management of change strategies that were used 
in each case and the degree of success that was achieved. 
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CHAPTER 7. THE TVEI PROJECTS nr COVEJlTRY AIID 
WARWICKSHIRE. 
In this Chapter, case studies of the TVEI projects in Coventry and 
Varwickshire are considered. The ways in which these schemes developed 
are evaluated, and the roles and functions of the project co-
ordinators, institution co-ordinators and headteachers analysed. The 
evaluation framework used to develop the case study of Powys (Chapter 
6) will again be used in this Chapter. 
7.1 THE COVEITRY RESPONSE TO TVEI. 
(i) The Educational Climate in Coventry. 
Coventry LEA has a tradition of educational innovation and development 
that has been encouraged by a centralist model of Authority management. 
As one headteacher in the LEA commented: 
'Headteachers are appointed in Coventry to develop the Authority's 
educational policies rather than their own'. 
(Begbie 1987) 
The City's schools and colleges have become used to accepting and 
acting upon centralised educational directives, and to working together 
in a collaborative way. Insti tutions do not regard themselves as 
autonomous over most issues, instead they appear to welcome the 
benefi ts which shared developments can bring. It is interesting to 
note, however, that while the institutions saw themselves as part of a 
collaborative scheme for TVEI, the Authority considered itself strongly 
independent of the MSC, and sought its own opportunities for producing 
changes conduc1 ve to the perce i ved needs of the area. There was, 
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therefore, a certain tension between the LEA and the .MSC which surfaced 
at Annual Reviews, and which indicated that the Authority was generally 
more interested in developing TVEl for its own needs than for more 
national purposes. 
Coventry is a compact city with a population of some 200,000 people. 
As a result, all Coventry schools are within easy travelling distance 
of one another, and it is possible for movement of pupils and teachers 
between them to be accomplished easily. Prior to TVEl, the LEA had 
already created a number of consortium arrangements within the city to 
enable courses to be run between institutions (eg for CPVE and minority 
A-Levels), and strategies of this kind were accepted and, often 
welcomed, by headteachers. 
Coventry was once a prosperous industrial city, specialising in light 
engineering and manufacturing industry. The c1 ty prided itself upon 
its industrial heritage, and was keen to foster the training of its 
workforce. However, with the decline of the manufacturing base, and 
the corresponding disappearance of traditional jobs and traditional 
industries, the unemployment situation increased dramatically, and has 
led to long-term problems. The need, therefore, to re-establish a 
sound economy for Coventry, based upon real job opportunities for young 
people, was clearly a goal at the forefront of the policies of the 
City's politicians, and perhaps explained the readiness with which the 
City co-operated with the .MEC in exploring new avenues for training and 
employment. 
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The record that the City had for maintaining its position in the 
forefront of educational development encouraged an innovative attitude 
to grow among its schools, so that new initiatives were commonly to be 
found operating within them. In recent years, for instance, Coventry 
has been involved as an Authority with: 
the Oxford Certificate of Educational Achievement (DCEA> , 
modular approaches to the teaching of the humanities, 
the DES project for lower attaining pupils (LAPP), 
community education. 
The schools also explored a whole range of curricular ini tiati ves, 
frequently assisted and encouraged by the LEA. These initiatives were 
supported in Coventry through a well developed and resourced Teachers' 
Centre, located centrally in the city. Coventry was also able to 
appoint a large number of support personnel, advisers, teacher advisers 
and curriculum development staff, both from its own funds and also as a 
result of the various initiatives with which the City had been 
involved. Through the work of these staff, a considerable amount of 
school-based support became possible to follow up INSET activities, or 
to respond to the perceived needs of institutions. The climate in 
Coventry schools tended to be one that responded to support and 
innovation, and antiCipated that inputs would be made from external 
agenCies. 
The City was also active in creating its own development programme. 
The LEA's philosophy of education was clearly stated in the document: 
CDmprebensive EducatiDn fDr Life (Coventry 1982). This philosophy, was 
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based an the view that education should be seen as continuing 
throughout a person's life, and it influenced the way in which the 
Ci ty developed opportunities for young people and adults to become 
lnvol ved in their continuing education. The concept of community 
education was well rehearsed in Coventry and provided a point of 
access, for groups and individuals, to the City's schools. There were 
open-access classes in the secondary schools, and careers officers and 
centres were attached to the schools, rather than being centrally 
based. A particular aspect of this philosophy, was that students 
should be able to take courses for which the credit they achieved could 
be banked for later assessment purposes, that is transferable course 
credi ts. This encouraged the development of a modular curriculum in 
which students could be given credit for each individual module that 
they completed. When enough had been accumulated, it would be possible 
for students to encash credits for a qualification. Coventry LEA 
experimented with modular approaches in humanities, and also, to a 
lesser extent, in mathematics and science, prior to the introduction of 
TVEI. 
Coventry, therefore, was an innovative Authority in which practitioners 
in the schools and colleges were well used to testing out new 
ini tiati ves. Collaboration seemed to be welcomed and expected, and 
support for the developments which were occurring appeared to be 
present, and to be effectively delivered. The educational ideology 
being followed in Coventry received considerable support from both 
practi tioners and politicians. While institutions acknowledged that 
changes would be largely introduced from the centre, they equally 
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expected that their individual programmes of change would be supported 
by the LEA. There was, however, an expectation that such changes 
would need eventually to be shared and used for the good of all the 
City's institutions, and that the funding of individual change was for 
the eventual benefit of all. 
It was hardly surprising, therefore, that TVEI was welcomed by the 
Coventry LEA as another opportunity to innovate and bring about change. 
It will be apparent, from what has been said already, that the 
structure adopted by the MSC for the introduction of TVEI was not 
dissimilar to many of those features already operating in Coventry: ie 
a desire to achieve a more relevant curriculum for students, 
collaborati ve developments between institutions, and novel modes of 
accredi tation. There were a number of pol1 tically influential people 
in the City who were concerned about the effects that TVEI might have 
on educational provision. For instance would it be a means of reducing 
the balance of the curriculum for some pupils in favour of a 
vocationally orientated training scheme? The LEA was confident, 
however, that it could use TVEI to its own advantage, and with the 
funding available, achieve what it desired. A former Chairman of the 
Coventry Education Committee has commented that these considerations 
led Coventry into using the possi bll1ties of TVEI as a tool in the 
education of pupils of all abilities <Lister 1986). 
Coventry LEA had already had considerable experience of working with 
the MEC on other initiatives such as YT8, and they had jointly created 
a Work Experience base ('TOPSHOP') in a disused factory premises. The 
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City's proposals for entry to TVEI Extension, expressed this in the 
following way: 
'The history of Coventry's collaboration with the ](anpower Services 
Commission began with the recognition of the need to improve 
education and training for 14-18 year olds. ' 
(Booth 1987 page 1) 
Al though there was also an apparent understanding that the two sides 
could work amicably together, certain tensions arose over the City's 
insistence on pursuing some of its own idiosyncratic developments. 
There was also an underlying belief that the aims of TVEI were ones to 
which the City already subscribed, and which, in practice, were 
already being introduced through an 'Education for Life'. In some 
ways, therefore, TVEl was perceived merely as an opportunity for the 
City to obtain more funding to enable it to continue what had already 
been started. 
(ii) The Direction of TYEI in Coventry. 
Schools were encouraged by the LEA to bid for inclusion in the TVEl 
scheme. The decision over which schools to involve was taken by the 
Education Committee. The LEA felt it necessary to handle the issue of 
which schools to include in TVEI with considerable sensitivity, because 
those institutions which had submitted proposals for entry to the 
first round of TVEl (1983), had been upset at not being included when 
the LEA's bid had been rejected on that occasion. The evaluators of 
the Coventry project argued that the inclusion of particular schools in 
TVEI could be seen as: 
, a reward for past endea vours' . 
(Braithwaite et al 1985 pI1) 
The Chief Adviser for Coventry was quoted as saying: 
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'The schools concerned were chosen for their achievements in 
curriculum development, their capacity to respond to challenge, and 
their proven involvement in the local community'. 
(Braithwaite et al 1985 p11) 
However the evaluators questioned whether the selection of schools was: 
'based on typicality, so that trial in representative settings can 
lead to confident expectations of transferability'. 
(Braithwaite et al 1985 p11) 
It was decided that the required cohort of 250 pupils would be 
contained within three schools on the eastern side of the City. One of 
these was in a fairly prosperous area, while the other two were in 
social priority areaSj one of the social priority schools also had a 
substantial British Asian population. 
It was further decided, as a consequence of this particular 
arrangement, that the Further Education college on the eastern side of 
the City would form part of the TVEI consortium, and develop its own 
16-18 programme. Prior to this being achieved, it was anticipated that 
the college would be involved in establishing TVEI-based link-courses 
with the schools. Thus: 
'Coventry LEA. because of its geographical compactness and pattern 
of educational provision, found itself in a strong position to 
evolve efficient and effective consortia or resource-sharing 
arrangements' 
(Braithwaite et al 1985 page 6) 
Another feature of the Coventry TVEI scheme was that it was to be 
managed by a Project Director appointed for this purpose on a 
Headteacher Group 8 salary. It is interesting to note the particular 
choice of title for this position, since the implication was one of a 
central controller, rather than a mere manager, of the Initiative. 
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Although decisions about the ways in which the scheme would eventually 
operate were taken centrally, institutions were involved in this 
process. There was a reasonable amount of central direction over the 
structures which were set up, and an identifiable commonality between 
the TVEr schemes operating in the institutions. For instance, each of 
the schools operated the same modular curriculum using modules that had 
been produced collaboratively. There was also a common pattern of work 
experience, and supported self-study techniques were developed 
simultaneously in each of the three schools. 
The eventual model produced by the Project Director and Senior Adviser 
for TVEr in the City, was very much in line with earlier Coventry 
philosophy. As a result the modular curriculum was a central component 
(Harwood et al 1987). This was designed to: 
(i) encourage pupil choice, 
(11) generate greater opportunities for negotiation between 
pupil and teacher, 
(111) create opportunities for teachers to change to more 
'active' forms of learning. 
The notion of accumulating modular credits was also probably 
influential in this decision, although the idea did not receive support 
from the accrediting bodies, and hence did not, at the time, become 
operational. 
'Coventry bas tbe opportunity of using TVEI to capitalise on 
existing growtb points. Coventry scbools were already involved witb 
Act! ve Tutorial approacbes, witb the Oxford Certifi cate of 
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Educational Achievement (oCEA) and w:1tb tbe Autbor:1ty's own work 
experience scheme - Topshop'. 
<Braithwaite et al 1985, page 6) 
Control of the funding for TVEI developments was strongly maintained at 
the centre. For instance, while schools could introduce new subjects 
onto the curriculum, or enhance 'old' ones, this had to be generally in 
line with the commonly agreed scheme, and had to be discussed between 
participating institutions. Senior staff from the schools <heads 
and/or school TVEI co-ordinators) met regularly, and potential 
developments were discussed, and decisions taken, in this forum. 
Al though it was not necessarily the case that identical changes were 
taking place in the three schools, any variations were due to a 
positive opting out from the agreement, rather than to a lack of shared 
decision making. 
(111) The Support for TVBI ln Coventry. 
The Project Director worked closely with the City's advisers and 
support teams, many of whom had been involved with the initial 
development of the scheme. This was particularly the case where they 
had some input into the curriculum development groups formed to produce 
the City's modular curriculum programme. It was not, however, apparent 
that all advisers were involved in this way and initially TVEI was an 
add-on ini tiati ve rather than one which became fully integrated into 
the educational philosophy of the City. Gradually the Initiative did 
become absorbed more into this philosophy, but the HItI report on 
Coventry TVEI supports this view of a lack of coherence between the 
Project and the work of the Authority's advisers: 
'It would help this development if the LEA 
develDped an overall policy towards the scbeme. 
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Advisory Service 
At present 11Jdny 
advisers and advisory teachers are working· closely' and effecti vely 
with teachers involved in certain aspects of the project, but their 
work would be aided by the support of a clear pOlicy for the whole 
service. ' 
<HXI 1986 page 13) 
The Project Director had administrative support from the start, but was 
otherwise on his own. However, a curriculum development officer (a 
seconded teacher> was soon appointed to both assist the curriculum 
development groups and also to steer the path of the modular curriculum 
through the Examination Boards. Later in the life of the Project 
another seconded teacher was appointed to work on pupil counselling 
and Supported Self-study teChniques. The latter development was an 
important initiative in its own right within Coventry TVEI, 
particularly as a support mechanism for the modular scheme. In 
addition, the teacher adviser appointed by the LEA to encourage Equal 
Opportunities worked closely with the Project in attempting to meet the 
varying needs of TVEI. When it became apparent that Coventry would be 
successful in its bid to join TVEI Extension, the Project Director was 
allowed to work full time on the planning for this, and a teacher who 
had previously been closely involved with TVEI, as a school co-
ordinator, was seconded to take over the running of the pilot project. 
The central TVEr team was small, therefore, consisting only of the 
Director, a curriculum development officer and a teacher adviser for 
equal opportunities. As a consequence of this, and also because the 
schools had become used to innovation taking place, it was possible to 
observe the institutions accepting a major responsibility for the 
changes which occurred. Certainly the impetus for change in the 
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schools seemed to come as much from the heads as it did from the 
Project Director, and was channelled through their regular meetings. 
The institution co-ordinators were an important group within the 
development of TVEI in Coventry. They were all appointed from the 
existing staff of the pilot institutions, and had already established 
considerable status, both with their colleagues in their own schools, 
and with others across the City. One of the co-ordinators was already 
a deputy head, 
Teacher posts, 
Lecturer. All 
two of the co-ordinators were appOinted to Senior 
and the co-ordinator in the college was a Senior 
the co-ordinators were members of their senior 
management teams, and were given delegated responsibility by their 
heads for the development of TVEl in their own institutions. They 
operated as 'Deputy Head' co-ordinators. They were able to make 
decisions about TVEI which affected the management of their schools; 
they could make adjustments to their institutional TVEI budgets; and 
were able to liaise with Heads of Departments about resources, courses 
and students. The co-ordinators met frequently as a group and, as a 
resul t of their capability to generate change, these meetings became 
decision making occasions. The co-ordinators formed the principal 
planning group for the implementation of TVEI in the City. This group 
complemented the meetings held with headteachers and principals in 
deciding the major strategy for TVEI in Coventry. The co-ordinators 
all remained in their posts for the duration of the pilot scheme, 
although one of them was then appOinted to assist the Project Director 
in his preparations for the introduction of the Extension phase of 
TVEI. 
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The school which served the more prosperous part of the City had 
developed a good reputation with parents, by providing a largely 
tradi tional set of courses in which pupils had obtained considerable 
examination success. In the case of this particular school, TVEI was 
not welcomed to the same extent as it was in the other two 
establishments, since the Initiative was seen as possibly eroding the 
currency of some traditional subj ects. In this school, there was a 
degree of antipathy to TVEI which prevented the scheme from becoming 
full implemented until the beginning of the second year. 
The Coventry project had planned to set up subject centres in each TVEI 
school which would then be available for use by pupils from the other 
schools. In practice this did not materialise, since schools were 
reluctant to send their pupils to the other establishments. Problems 
with organiSing timetables and transport contributed to this, as did 
the differences in ethos which existed between the schools. A certain 
amount of movement of pupils between the schools and the Further 
Education college took place, although this tended to be more usual 
post-leo Although collaboration was welcomed for the opportunities it 
gave for development, parochial attitudes were often of considerable 
significance to the ways in which schools involved their pupils. 
The Project was able to utilise the experience of planning and 
delivering INSET which already existed in Coventry. As a result of 
this, staff development appeared to be highly influential on the ways 
in which the Project moved forward. In addition, the nSET sessions 
organised by the Proj ect were shared with the non-TVE! schools and 
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colleges in the City, and hence allowed a dissemination platform to be 
created for teachers. However, the TVEI schools were not altogether 
accepted in this respect by the others, since they were the recipients 
of considerable funding which was not available to the non-pilot 
schools, and some antipathy therefore existed. Xodular course 
materials produced by TVEI were, however, made available to the other 
schools, and this did serve as a mechanism for breaking down barriers. 
(iv) The Future integration of TVEI in Coventry. 
Within the life of the Coventry pilot project, TVEI had been opened up 
to all 4th Year pupils (Year 10) in two of the three schools involved, 
so that there was no real distinction between the TVEI cohort and other 
pupils. This action reflected the way in which TVEI had become 
integral to the philosophy of these two schools, at least at senior 
management level. In the other school, which was initially somewhat 
suspicious of the scheme, TVEI did eventually achieve a higher profile, 
and was not then seen as such a threat to academic excellence, as it 
was initially. 
The acceptance of TVEI in Coventry was largely due to the way in which 
it had been possible to adapt the ideas of the Initiative, and to mould 
them to local needs. Schools were, for instance, able to develop their 
own modules (such as Leisure Studies) which might not have been 
initially considered possible in a technically and vocationally 
orientated scheme. It was also apparent, that a number of the 
processes inherent in the aims of TVEI, such as active learning and 
negotiated curricula, were adopted by the schools to a considerable 
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extent. This resulted from the support of their senior management 
teams, encouraged by the Project. 
Coventry Project Director that: 
An informal comment made by the 
I TVEI .in Coventry .is :mainly E and less T and V', 
(Booth 1988) 
was perhaps relevant to this, since the general flavour of the 
Initiative related more to educational outcomes than to technical and 
vocational ones. 
The first Coventry submission for rVEI Extension funding was turned 
down in 1986, partly because of problems in relation to 16-18 education 
provision, and also as a result of the plans, for phasing the 
introduction of the scheme across the City, being too ambitious. In 
fact, a large number of the submissions for a 1987 start to rVEI 
Extension were turned down nationally, and Coventry did not appear too 
alarmed by the ){SC's reaction. rhe second submission in 1987 was 
accepted without any major changes being required, and the City entered 
the Extension phase of rVEI in September 1988. 
(v) TVEI Xanagement in Coventry. 
rhe management structure for rVEI in Coventry therefore operated from 
the centre, with the inst1tutions collaborating over developments, but 
being required to work to commonly agreed guidelines. In terms of the 
theoretical framework for the management of rVEI already considered in 
Chapter 5, the Coventry Project can best be seen as one in which the 
LEA management style was largely based on a Consortium model (Beattie 
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1985), with the Director taking the role of a 'Manager'. This view is 
supported by Braithwaite et al (1985), who pOint to the Coventry co-
ordinator's main mode of action being that of a 'Manager', although 
with some tendency to act as a 'Competing Head'; and to the Authority 
acting through a consortium model, with some inclination to the centre-
periphery mode. 
The characteristics of the 'Consortium Kodel' include, a uniformity of 
structure, collaborative developments, and a timetabl1ng matrix. The 
Coventry scheme demonstrated many of these features. For instance, 
there was a clearly recognisable form across the institutions and any 
individual variations were slight and had to be mutually agreed. The 
main thrust of the Coventry approach involved a modular curriculum, 
wi th modules being produced on a collaborative basis for use in each 
institution. Accreditation for the modular approach had been approved 
by the Midland Examination Group (MEG) on a whole-LEA basis, and 
individual schools needed to ~eet these requirements on behalf of their 
pupilS. The rules governing the combinations of modules for 
accreditation purposes were so complex, that they could only be 
achieved through the use of agreed syllabuses and an adherence to the 
accepted scheme. Thus it was possible to observe pupils pursuing 
similar modular courses, with the same examination intentions, in all 
three TVEl pilot schools. Although the mode of delivery of the modules 
might have been expected to differ as a result of the individual 
approaches of the teachers in the schools, because the modules were 
produced collaboratively, there was a considerable amount of 
commonality of practice in the use of classroom methodology. 
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Unlike some TVEI projects which operated on a consortium basis (eg 
Solihull and Clwyd> , there was not a highly developed timetable matrix 
in operation within the Coventry scheme, and pupils tended not to move 
between schools to any great extent. Although there were aspirations 
at one time to set up 'key' modules in some schools and to offer these 
across the consortium, this was not developed, largely due to a 
ret1cence by heads to enter into a scheme with high pupil mObility. 
This was also related, to some extent, to negative parental views 
about their children moving between sites. Some common timetabling did 
exist, however, mainly to facilitate movement between the schools and 
the college, particularly in the post-16 phase. 
The consortium's power base lay more with the LEA than with the 
institutions, and there were elements of the centre/periphery model in 
operation. Decisions had to be agreed by the Project Director, who 
also kept close control over resource allocation and funding. In this 
way the role of the Director was akin to that of a 'Competing Head' 
since he worked closely with the pilot headteachers to ensure that 
there was a commonality of structure among their schemes. On the other 
hand, the Director did not become over-involved with the details of the 
scheme at the institutional level, preferring to leave this to the 
institution co-ordinators, for whom he was very much the line-manager. 
The Project Director, therefore, fulfilled many of the criteria of the 
'Manager' mode (Beattie 1985>, by: 
taking a non-expert role, 
leaving detail to school co-ordinators, 
motivating and demonstrating aims of the project to individuals, 
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facilitating change. 
In addition, he competed with the institution heads to ensure that a 
high degree of uniformity was actually established. Thus because of 
the background to educational management in Coventry, the change 
strategies adopted within this project tended towards a power-coercive 
model. It was possible for the schools to operate successfully within 
the consortium scheme that developed, and for the headteachers to 
introduce TVEI without the need for much intervention, at the 
institutional level, by the Project Director. As argued previously in 
this Chapter, Coventry's educational institutions were used to 
receiving instructions from the LEA about the way in which they should 
operate, and they tended to comply with these directives. Headteachers 
in Coventry schools appeared to identify strongly with the City's aims 
for education, and to accept that they were appointed to run their 
schools in line with the policies of the LEA. Thus in terms of TVEI, 
the Project Director did not have to interfere with the heads' 
:management of the Ini tiati ve, since the policy related to TVEI was 
largely accepted, shared and delivered. However, the power-coercive 
model appears to have been different in the case of TVEI, since the 
pressure for compliance came not from legal authority, but from the 
availability of the substantial funding. There is little doubt that 
this pressure also had an effect on Coventry schools. 
During the pilot phase of TVEI, the Project Director had little real 
al ternati ve other than to become closely involved in the day-to-day 
running of the proj ect, since his central team was s:mall. Wi th the 
advent of Extension, however, and a consequent growth in the available 
-263-
support, the Director began to take on an I Inspector/evaluator' role. 
He became more concerned with the quality of the work being achieved, 
and with setting up structures for evaluating this. 
change also reflected his inability to continue 
In part, this 
as a Competing-
head/Manager for all the institutions which were then involved, and his 
clear intention to maintain a direct involvement in the work of the 
institutions meant that he did nat wish to take on a 'Chief Executive' 
role. 
The considerable advisory support available in the City also helped to 
facil1tate change, part1cularly through the involvement that advisers 
had in staff and curriculum development programmes, and through the 
dissemination of new ideas. This support, however, tended to be less 
coercive, with schools and teachers being offered advice and 
encouragement, rather than directives. In many respects, this approach 
probably helped alleviate some of the excessive tensions ar1s1ng from a 
centre/periphery base, since teachers appeared to welcome the available 
support, and were themselves able to work with the various curriculum 
development groups that were established. 
The developments taking place wi thin TVEI in Coventry were general1y 
supported by the MSC at Annual Reviews. These meetings were usually 
friendly and nan-confrontational events, at which the partnership 
between the LEA and the XSC was mentioned frequently. While the LEA 
demonstrated its independence from the XSC on these occasions, by 
restating its own educational philosophy, both sides seemed to want to 
gain from each others experience. The MSC did not appear to attempt to 
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manage the Coventry Project, and their role was mainly administrative 
and advisory. 
7.2 THE WARWICKSHIRE RESPONSE TO TVEI. 
(i) The Educational Climate for the Introduction of TVEI. 
Warwickshire is a fairly large Authority. Its population 1s 
concentrated in three main centres: Leamington and Warwick (Central 
Area), Rugby (Eastern Area) and Nuneaton (Northern Area). The 
remaining population is spread throughout the rest of the County, but 
particularly, in the south, around Stratford-upon-Avon (Southern Area). 
The population of Warwickshire 1s not large compared with mny Shire 
Counties. A survey of Warwickshire's County structure highlights a 
large degree of educational plurality. Considerable autonomy has been 
given to the 4 separate areas of the County, reflecting the Divisional 
status which some of these areas held prior to Local Government 
reorganisation in 1974. At the time when this research was carried 
out, each area had a different form of school organisation: 
Northern Area: First schools, Middle schools, 12-16 comprehensive 
schools, and a 12-18 comprehensive school, 
Southern Area: Primary schools, Secondary Modern (High) schools and 
Grammr schools, 
Eastern Area: 
Central Area: 
First schools, Middle schools, Secondary Modern (High) 
schools, Grammr schools and a Bilateral school, 
First schools, Middle schools and 12-18 comprehensive 
schools. 
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The diversity of educational institutions which existsed in the County 
reflected a situation in which no particular ideology or educational 
structure was paramount, and in which decision making had been devolved 
to some extent to individual areas. The LEA had tended to allow 
indi vidual growth in its insti tutlons, without ever fully abrogating 
its responsibil1 ty for them. While institutional autonomy was an 
important feature of the educational scene in the County, this had 
probably declined over the previous ten years as the LEA attempted to 
gain a greater degree of control. Historically, the authority of 
headteachers <particularly those in secondary schools) was a powerful 
influence on the ways in which the LEA operated. 
The County had not been slow to react to Change. The diversity of 
educational institutions indicated a willingness by the LEA to tryout 
different structures and to innovate. The Authority had, in the past, 
been willing to support curriculum and organisational development, but 
had not forced this upon individual institutions. Instead, the lead 
had generally come from the schools, often with some support and 
persuasion from advisers and officers. The County had a number of 
fairly successful Teachers Centres which were a valuable focus for 
educational developments in the County, and, pOSSibly as a result of 
this, there had also been developments in the LEA which had grown from 
within. For instance, pupil profiling shemes were being piloted in the 
County before the start of TVEI, as were work experience and 
school/industry links. 
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Al though support was available for ini tiati ves, there was a tendency 
for these to be suggested by schools rather than being imposed by the 
LEA. The amount of collaboration between schools was not well 
established prior to TVEI, and in some ways was actually marred by a 
competi tion for pupil numbers in areas with falling rolls. This 
feature was particularly prevalent in the central area where all-
through comprehensive schools competed for sixth form numbers in order 
to protect their viability. This situation was one which was present 
throughout the TVEI pilot scheme, and influenced its development. 
Collaboration, which occurred on a superficial level, was often 
disrupted as a result of fundamental competitive situations. 
'The individual schools have benefited from the leadership of 
strongly committed heads who, whilst willingly implementing LEA 
policy and operating professJ.onally, have nevertheless each been 
anxJ.ous to give their own school a particular identity which would 
distJ.nguish it from its neighbours and prove attractive to 
particular pupils and parents. ' 
(Jones 1985 page 1) 
In terms of the Chin (1967) and Etzioni (1961) typology of management 
of change models, Warwickshire is an example of 'Normative/Re-
educative', since there were clear signs of the LEA trying to establish 
a two-way communication process with its schools and attempting, 
through its advisers and officers, to change attitudes among teachers 
through persuasion and influence. Although the LEA used a degree of 
coercion in selecting its original cohort of schools for TVEI, this was 
related more to the financial inducement offered by TVEI than to any 
attempt to force compliance in other ways. Whilst the LEA did not 
attempt to direct schools in the ways in which TVEI should be managed, 
nei ther did it leave schools to their own devices. There was a 
considered strategy for providing support and for ensuring that 
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institutions did make progress. The LEA was keen on setting up 
monitoring mechanisms to measure the progress made by its institutions 
although, since it was unwilling to upset its headteachers in the 
process, attempts at evaluation were generally rather low key. None of 
the three models proposed by Beattie (1985), tor the management of TVEI 
schemes, fully applies to Warwickshire. The Project was not tightly 
controlled from the centre. Nor was it left largely to the 
institutions themselves to manage. Although there was an attempt made 
to encourage the pilot institutions to work as a consortium, the 
tensions which existed between the schools did not allow this to happen 
effectively. The Warwickshire scheme can best be described as 
'controlled autonomy', for although the schools were given considerable 
treedom to act as they thought appropriate, they were prevented from 
achieving independence by the intervention of the Project Co-ordinator, 
who used the power of the contract with the MSC to hold them together. 
The Co-ordinator was keen to use evaluation outcomes as a way ot 
achieving control, and he adopted a range at management strategies to 
successfully intervene in the work of the institutions. 
The County had not previously been involved in curriculum developments 
of the magnitude of TVEI, preferring to leave the in! tiative mare to 
! ts schools. It was perhaps surprising that Warwickshire submitted a 
scheme for TVEI since there were very few elements within the 
Ini Uati ve which had previously been recognised as important by the 
LEA, although systems for Recording Achievement had been pursued to 
same extent. There can be little doubt that, as was the case with 
-268-
Powys, the attraction for Warwickshire was the availability of the 
considerable funding. 
(ii) The Direction of TVEl in Warwickshire. 
The County TVEI submission was produced by an education officer with 
responsibility for post-16 education, and was confined to the central 
area of the County. This decision was based on a number of factors: 
i) This was the only area of the County which had 12-18 
comprehensi ve schools. (At the time of the submission there was 
considerable doubt over whether the MSC would accept a mixture 
of Grammar and Secondary Modern schools into a TVEI scheme). 
11) The area allowed for a geographically compact consortium of 
schools to be set up. 
iii) It allowed the LEA to have more control over a number of schools 
which had previously enj oyed considerable autonomy through the 
influence of powerful headteachers. 
In fact, it was the last feature which caused many problems for the 
development of TVEI in Warwickshire, since friction was generated 
between the heads of the pilot schools and the Project management 
during most of the life of the Initiative. This friction occurred as a 
result of the conflict between schools wanting the right to determine 
their own development plans, and to be free to use the available 
funding as they wished, and the Project's intention to produce 
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collaborative developments between the institutions. The collaboration 
which did occur tended to be at a level which was unlikely seriously to 
affect the autonomy of the institutions involved, and was mainly 
concerned with course development. While the balance of control 
shifted somewhat towards the Project Co-ordinator, as the need to 
deli ver TVEl in line with agreed criteria became more pressing, the 
autonomy of individual headteachers was largely maintained. 
It was decided by the LEA that the cohort of 250 pupils, required by 
the MEC, would be spread between five of the seven Central Area 
schools. While the two schools which were not included were some 
distance away from the other f1 ve, they were unhappy about not being 
involved. The college which served the Central Area, together with the 
college in the Southern Area of the County, were invited to eventually 
enter the scheme at 16+, and 1n addition to assist with curriculum 
development and course provision pre-l6. 
When the scheme was first introduced there did not appear to be a 
strong commitment to the aims and obj ecti ves of TVEl by the elected 
members and officers of the LEA. The emphasis in the schools was 
largely on an academic curriculum for most pupils, in which prominence 
was given to high status subjects within the Arts and Sciences. 
Practical subjects, such as craft and technology, were seen as 
benefiting only a small group of pupils who were unable to gain from a 
more academic diet. The division of post-l6 education was generally 
well defined, with school sixth forms providing the bulk of the 
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academic provision (A-Level courses) and the FE colleges the vocational 
courses (BTEC and City and Guilds). There was also 11 ttle direct 
dialogue at the time between these two areas of provision. Those 
aspects of the curriculum being enhanced by TVEI were not commonly to 
be found aCrOSs institutions in Warwickshire. For instance, although 
work experience was well established in some schools, this was by no 
means the norm, and this development was one that had not previously 
received a great deal of support from the LEA. Although links between 
education and industry had become well established in the Eastern Area 
of the County, they were less common elsewhere. Where they had been 
developed, 1 t was as a result of the work of the schools and local 
employer organisations, rather than any intervention by the LEA. As a 
result, TVEI did not fit easily into the Warwickshire LEA's approach to 
education. Rather than being seized upon as a major opportunity for 
providing a more relevant and balanced curriculum for all pupils, it 
was perceived as just another curriculum innovation (albeit one which 
provided a large amount of resources) which required little attention 
to be paid to it. In most of the schools, TVEI was perceived as a 
project for pupils of average and below average ability, and the scheme 
was often marketed (covertly in some instances) in this way. In one 
pilot school, the headteacher stated that he had already been following 
the aims of TVEI successfully for 20 years and that there would be 
little observable difference in his school, except for the extra 
resources which TVEl would make available; in effect he referred only 
to his lower attaining pupils. 
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The original County submission had been prepared without full 
discussion or negotiation with the schools, and their entry into the 
scheme was largely decided for them. The resul t1 ng perception that 
insU tutions had of the LEA attempting to force them to join the 
scheme, was another factor which caused friction to develop between the 
inst! tutions and the Project. To reduce this friction, the schools 
were initially given considerable autonomy over how they managed TVEI 
within their own establishments. This caused the Project to be 
somewhat fragmented and meant that collaborative developments were 
difficult to achieve. The organisation of the Project had been 
determined by the author of the LEA's submission before the Project Co-
ordinator was appointed. The major task for the Co-ordinator, when he 
took up his post, was to address the issues of school autonomy and lack 
of collaborative development. 
It was decided that the Warwickshire TVEI scheme would be managed by a 
Project Co-ordinator who was recruited from a County school for this 
purpose. When the Co-ordinator was first appointed, he was paid on the 
salary scale of a Deputy Headteacher Group 10, a feature which had very 
clear implications, not only for how he was perceived by the schools, 
but also for the way in which the Project itself developed. It was 
clear, for instance, that heads of the pilot schools saw the Co-
ordinator as having a lower status than themselves, and having a role 
which was that of a facilitator for their schemes, rather than the 
director of the work going on. This attitude was also common among LEA 
officers, and the Co-ordinator had to strive very hard, early on in the 
life of the Project, to establish the power base from which he later 
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operated. A further difficulty for the Co-ordinator was that the 
scheme which was in operation was one that he had inherited, since this 
had been completed before his appointment. However, despite the 
difficulties that the Co-ordinator encountered, he was able to develop 
many of the objectives required by the XSC (eg a shared work experience 
scheme, the provision of computer equipment to all schools, and 
residential experience for all TVEI pupils). 
In common with other rVEI projects a number of the features which had 
been included in the original submission to the XSC were amended. 
These related particularly to the composition of the central management 
team, and the timescales in which specific objectives were to be 
achieved. However, the latitude available to the Project Co-ordinator 
to amend the scheme was limited, since the major decisions with regard 
to finance and resourcing had been made previously. In addition, the 
decision to give considerable autonomy to the schools, was a framework 
within which he found it difficult to operate. After 18 months in 
post, the Co-ordinator was promoted to a Headteacher Group 9 salary, 
and was eventually made a member of the County Advisory Team. 
(1i1) SUpport for TVEI in Warwickshire. 
The Advisory Team in Warwickshire was not generally very closely linked 
wi th TVEI developments, perhaps because they saw the Ini tiati ve as a 
rather marginal matter. The central team for TVEI in the County 
consisted only of the Project Co-ordinator with back-up administrative 
staff, and a careers officer appointed particularly to look after TVEI 
work experience. When he began his work, the Co-ordinator was in a 
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somewhat isolated position. He was neither a member of the Advisory 
Team, nor was he accepted as an officer of the LEA. Instead he was 
seen as an individual attempting to manage another MSC initiative, 
similar to the Youth Training Scheme. Since schemes of this sort were 
given low status in the County, this caused further difficulties for 
the Co-ordinator in his attempts to raise the profile of TVEI. As a 
result, the early developments which took place through TVEI were an 
amalgam of the different ways in which TVEI was being developed by the 
schools, and the influence and direction that the Co-ordinator was 
gradually able to exert. 
It now appears that the role taken by the Co-ordinator, within the 
Warwickshire scheme, was crucial to the ways in which TVEI became 
assimilated into the individual inst! tutions. The personal! ty of the 
Co-ordinator was critical to how the scheme eventually unfolded. In 
the circumstances which existed in the County it would have been 
possible for him to have accepted the fact that both the schools and 
the LEA anticipated that the history of school autonomy would be 
maintained, and that he would simply need to administer the scheme 
within the agreed framework. The stance adopted by the Co-ordinator 
was complex, and contained all three elements of the models which have 
been described by Beattie (1985). At some points, and in some 
circumstances, he operated as a 'Manager', when he took a non-expert 
role, left the details of the scheme to his school co-ordinators, 
attempted to motivate staff and to demonstrate the aims of the Project, 
and facill tated change for others. This approach was used, for 
instance, when he wanted to develop team work or to enhance the status 
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at his school co-ordinators. At other stages in the life of the 
when he worked directly with the Project he acted as an 'Adviser', 
schools, assisting and persuading, but not necessarily taking on a 
directive role. This 
groups or individual 
approach was used with curriculum development 
classroom teachers, when he was attempting to 
introduce new ways of working. Perhaps crucially for the ways in which 
the Project did eventually develop, at other times he operated as a 
'Competing Head' with the headteachers and principals in their 
institutions. At these points he attempted to take over the control of 
the initiative at the institutional level, and dealt with every aspect 
of the scheme through the school co-ordinators who often saw themselves 
responsi ble to him in line-management terms. The fact that he was 
often successful in his take-over bids was, however, more a feature of 
his personality than of his official status. 
The Co-ordinator adopted the 'Inspector/evaluator' role. He regarded 
himself as the principal evaluator for the Project (Jones G 1985), and 
set up structures which allowed him better access to information about 
what was happening in the institutions. This was achieved through 
research-based studies involving questionnaires, interviews and 
classroom observation. The Co-ordinator used the resulting evaluation 
evidence as a mechanism for encouraging change wi thin the LEA. The 
external evaluation of TVEI in the Authority had originally been 
carried out by the Uni versi ty of Warwick working in conjunction with 
the County's advisers and inspectors. However, this process seemed to 
have little impact on the schools, except that they viewed evaluation 
as more of a threat than a benefit. This attitude towards evaluation 
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was also found among staff in the schools during the period that this 
research was being carried out. The evaluation studies of the 
Warwickshire TVEl proj ect, which form part of this research, were 
regarded by the Co-ordinator as a valuable contribution to the work of 
the Proj ect. The results of the studies provided evidence about the 
work of the Project which the Co-ordinator then used as a basis for 
allocating development funding to the schools. Thus the local 
evaluation reports produced for the Project were used as accountability 
instruments, and as aids to the Co-ordinator gaining increased control 
over the institutions. 
The combination of roles adopted by the Co-ordinator, together with his 
use of argument, persuasion and control, was critical to the way in 
which he was able to develop more ownership over TVEl among staff in 
the institutions. He was able to encourage collaborative developments. 
One of the obvious features of TVEI in Warwickshire related to a 
struggle for control, and the effect that TVEl had on people's 
attitudes towards educational management was probably more fundamental 
than many of the curriculum innovations which were taking place. The 
Co-ordinator was able to use his considerable experience and 
personality to effect collaborative development, and as a result TVEl 
became a central focus to further LEA growth. 
TVEl became a major part of the LEA's development plans in the 
Extension phase, and as a result, the Co-ordinator was able to create a 
larger team than he had during the Pilot stage. This allowed him to 
take on more of a 'Chief Executive' role, and to direct the work of the 
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Project through a team of four TVEI Area Co-ordinators, and a support 
team of six advisory teachers. The Co-ordinator reduced his 'Manager' 
and 'Competing Head' roles while, at the same time, increaSing his 
'Adviser' and 'Inspector/evaluator' roles. In terms of management 
models, the Warwickshire Co-ordinator provides an interesting case 
study since he did not adopt one single approach, but changed and 
blended his styles at different times according to his own needs and 
the needs of the Project. Since this seemed to work with some success, 
it might be argued that the 'pure' role models suggested by Beattie 
(1985) and modified in Chapter 5, cannot normally be expected to 
operate successfully when used in isolation. It is their ability to 
produce subtle nuances of style, and to adapt approaches to needs, that 
appear to be the hallmarks of successful rVEI co-ordinators. 
At the institution level, the roles of the school and college co-
ordinators were largely determined by their heads and principals. Kost 
of the co-ordinators functioned within a 'Head of Department' mode, ie 
they were given the responSibility for running the TVEI scheme within 
their own establishments, subject to the criteria laid down previously 
by their headteachers. Al though they were able to take decisions 
within the agreed framework, they were not given the delegated 
authority to make decisions affecting school policy. Keetings of the 
co-ordinators were not decision making occasions, therefore, but rather 
opportunities for issues to be raised for future consideration at the 
institutional level. Al though the co-ordinators were all responsible 
for their TVEI budgets, they were not in a position to change 
priorities from previously agreed objectives. One of the college co-
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ordinators was also the Vice Principal. He was able to operate as a 
'Deputy Head' co-ordinator having been given delegated responsibility 
for the development of TVEI in his college. The other co-ordinators 
were all Senior Teachers in their schools who had been promoted 
internally. 
the whole 
In all but one case the co-ordinators remained in post for 
life of the Project. The co-ordinators all carried 
considerable personal as well as hierarchical status in their 
insti tutions and were in a position strongly to influence the events 
that went on in relation to TVEI. However, only two of the co-
ordinators were members of their senior management teams, the others 
had to operate through a deputy headteacher or were responsible to the 
headteacher personally. Collectively, the institution co-ordinators 
formed an influential group in the area and were well led by the 
Project Co-ordinator who was keen to establish a strong group identity 
among his team, and to use them as a pressure group for future TVEI 
developments. 
(iv) The Future Integration of TVEI in Warwickshire. 
TVEI had little obvious impact on the Warwickshire TVEI pilot schools. 
There were examples of curriculum innovation (for instance in Food and 
Accommodation Studies), a large staff development programme, and 
increased collaboration between institutions. In many respects, 
however, the schools remained very much as they were before TVEI began. 
Considerable suspicion still existed between the various institutions; 
teaching and learning styles were largely unchanged, and those 
developments which had taken place tended to have been rather marginal 
to the work of many of the staff in the !nsti tuUons. It has to be 
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acknowledged, however, that TVEl had an effect on the ways in which the 
LEA perceived its own role within curriculum and organisational 
development. There were noticeable shifts in attitude by staff in the 
schools towards innovation and LEA directed developments. For the LEA, 
TVEl became more a lever for control over its schools and colleges, 
than an agent for curriculum development alone. The developments 
taking place through TVEI occurred at a time when there were changes in 
the senior management structure of the LEA. These contributed 
favourably to the incorporation of TVEI into the working of the 
Authority. 
The relationship between the XSC and the LEA was initially somewhat 
strained. TVEI Annual Reviews indicated that the Commission were 
unhappy with the lack of collaborative development between schools. As 
a result, pressure was placed on officers of the LEA to achieve a 
greater uniformity of approach. Much of the criticism at Annual 
Reviews was levelled at officers rather than at the Project Co-
ordinator. The XSC appeared to support the strategy being developed by 
the Co-ordinator and encouraged the LEA to emulate his approach. This 
placed the Co-ordinator in a difficult position since he was then seen 
by some officers as an agent of the MSC. When the Co-ordinator had 
been able to influence developments more, and had gained a greater 
consistency of approach between the different institutions, the 
relationship between the LEA and the MSC improved. The amount of 
support that the Project had from Regional Advisers was limited. They 
were reliant for their knowledge of what was happening in the Project 
on the information provided by the Co-ordinator. However, since the 
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LEA was allowed to enter TVEr Extension at the first attempt, the view 
of the MSC towards the Project was presumably favourable. 
In the next Chapter the two case studies relating to Coventry and 
Warwickshire developed in this Chapter will be compared with the case 
study of POWYs considered in the previous Chapter. The comparison will 
take the form of an analysis of the ways in which the three projects 
managed TVEI, and of the roles which the various participants played in 
the developments taking place. The differences and similarities which 
existed between the projects will be considered and the reasons for 
these will be analysed. 
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CHAPTER 8. AN OVERVIEW OF THE THREE CASE STUDIES. 
The previous two chapters examined how three different Local 
Authorities introduced TVEl. The LEAs were very different in terms of 
size, political ideology and the management of their education service 
at the institutional level. Each one was attempting to introduce TVEl 
into their schools at the same stage in the Initiative. This research 
has demonstrated that there were a number of key features relating to 
the success of the introduction and development of TVEI within each of 
these LEAs. 
As was seen in Chapter 3, Bolam (1975) argued that any change could be 
interpreted as the interaction of an Innovation system, a User system, 
and a Change agency system wi thin a Time dimension. The Innovation 
system in this case was TVEI. This represented a complex, 
multifaceted, and often diverse set of changes which operated within a 
broad, nationally determined framework, rather than a single 
innovation. As a result of this diversity, considerable interaction 
occurred with existing structures and processes at both LEA and 
insti tutional levels. The User system was also complex, since it 
consisted of the LEA as the contract holder, the institutions which 
were introducing TVEI on behalf of the LEA, the classroom teachers who 
were ultimately responsible for the delivery of the scheme, and the 
students to whom the scheme was directed. The MSC could also be 
included in the User system, since the Commission was directly involved 
in the change process and used the outcomes of TVEI to promote its 
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educational objectives. The nature of the relationships which existed 
between these various tiers was critical to the progress of the 
innovation. The Change agency system for TVEl was extremely complex. 
While the MEC was the prime change agent nationally (operating through 
its own staff>, the LEAs were the district change agents <largely 
operating through their project co-ordinators and central support 
teams), and the inst! tutions were the local change agents (operating 
through their school co-ordinators, and also possibly through their 
headteachers and other staff such as Heads of Departments). The roles 
played by these change agents was also a key factor in the innovation 
process. The three systems operated within a time scale that had been 
kept deliberately short by the MEC to prevent unnecessary 
prevarication. This also had effects on the nature of change within 
TVEl. Wi thin this framework, the following factors were found to be 
cri tical to the ways in which TVEl was introduced by the three case 
study projects! 
8.1 FACTORS OPERATIIG AT THE ISC LEVEL. 
a) The degree of coherence between the aims and structures of TVEI and 
the political stance of the LEA. 
TVEl was perceived by some as a politically sensitive initiative 
(Baker 1985, Bolton 1985), since it was seen as affecting the 
nature of comprehensive schooling and attempting to reintroduce 
a selective system in which some pupils would be allocated to a 
largely vocationalised curriculum (Evans and Davies 1987, Chitty 
1986, Finn 1985). However, wi thin the the three LEAs being 
considered in this theSis, there was no overt, large-scale, 
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pOlitical resistance to the aims of the Initiative. Although 
there was a potential for this to occur, particularly in 
Coventry which had a Labour administration that could have 
opposed the scheme on ideological grounds. This did not happen. 
The Coventry Authority believed that it would be able to adapt 
the Initiative to meet its own needs and was an innovative LEA. 
The Education Committees in Warwickshire and Powys were not 
opposed to the aims of TVEI, thus the Initiative was introduced 
with little opposition. While the controlling political groups 
in the three LEAs accepted the introduction of TVEI, it would 
have been difficult for the Project to be adopted if there had 
been a considerable opposition from teachers. This did not 
arise either in any of the LEAs being studied here. Within 
those LEAs elsewhere in the Country (eg 11 verpool and ILEA) 
where there was a distinct uneasiness about the stated aims of 
TVEI, it was difficult for those LEAs to whole-heartedly endorse 
the Initiative (Lines and Stoney 1989). 
The structures required by TVEI for management, curriculum and 
staff development, and for related issues such as work 
experience and enhanced careers guidance, did not in1 tially 
appear to give rise to many concerns wi thin the three LEAs in 
this research. This may have been because they did not concern 
themsel ves over much with these issues at the time, 
concentrating instead on the aims and criteria. It soon became 
evident, however, that these structural demands did pose 
problems for LEAs which did not have systems in place that could 
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react flexibly to change. Thus the requirement to set up 
specialised administrative and accounting systems, to engage in 
increased school development programmes, and to deal with the 
additional management of resources, were greater tasks for POWYs 
than for the other two LEAs. 
b) The previous links which existed between the XSC and the LEA, 
particularly with regard to the proviSion of training opportunities. 
The MEC had previously been an organisation that was primarily 
concerned with the delivery of planned training schemes. As a 
result, it had established a particular style and approach which 
was a potential anathema to some LEAs. The Commission was 
perceived by some as a bureacratic, task orientated 
organisation, 
that did not 
with an instrumentalist approach to management 
fit easily with the flexible and responsive 
educational service that they saw themselves providing. 
Coventry LEA had previously collaborated with the MEG on a 
number of joint projects, including the provision of Youth 
Training and the Training Opportunities scheme, and these joint 
developments had created a working relationship and 
understanding between the LEA and the Commission which smoothed 
the way for the introduction of TVEI. Indeed the introduction 
of the TVEI scheme by the MEG, rather than by the DES, might 
have been a factor which actually served to reduce any 
resistance in the LEA towards TVEI. Although Warwickshire and 
POWYs had previous links with the ){SC at Education Department 
level, these were more limited than in the case of Coventry, 
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and both Authorities had to adapt to some of the management 
styles introduced by the MSC. Since there was no great 
political resistance to the Commission in either LEA, the 
relationship between them and the MSC was generally friendly and 
relaxed. There were occasions, however, when some officers in 
all three LEAs appeared suspicious of the Commission's 
intentions, and demonstrated a resistance to the intervention of 
a training organisation into the work of the schools. 
c) The management approach used by the XSC. 
The MSC set up a regional structure of officers and advisers to 
manage TVEl. The study of the three LEAs demonstrated that this 
structure was inadequate for meeting the needs of the projects. 
The administrative support was insufficient for the demands of 
the systems introduced by the MSC, and the LEAs found it 
difficult to co-operate with structures that were inconsistent 
wi th their own. The Regional Advisory capacity was extremely 
limited. The number of advisers was insufficient for the number 
of schools involved in the three projects. 
The MSC approach to managing TVEI had three strands: 
(i) the use of written instructions to LEAs about how 
procedures should operate, 
(ii personal visits by Regional Advisers and officers to 
LEAs to explain new procedures, and to evaluate the 
progress that projects were making, 
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(iii) Annual Reviews. 
Annual Reviews were an important part of the management strategy 
used by the MEC. The style of these meetings was very different 
in each of the three projects. In Coventry, the relationship 
between the MEC and the LEA on these occasions was generally 
relaxed. While the LEA made it clear that it was not willing to 
compromise its educational principles for the sake of TVEI, its 
readiness to co-operate with the MEC was apparent. The MEC did 
not attempt to manage the LEA. In Warwickshire, the MEC 
appeared unhappy with the initial progress that the Proj ect 
made, particularly with regard to collaborative working between 
schools. The Annual Reviews in this case were used to persuade 
the LEA to take a more proactive stance. While some tensions 
were apparent at times, the MSC did not attempt to manage the 
Project and was supportive of the work of the Project Co-
ordinator. In Powys, Annual Reviews were uneasy occasions. The 
MEC made 1 t clear that it was unhappy w1 th the progress being 
made and threatened to withdraw the funding. This 1 t did not 
do. However, the style of the MEC on these occasions was 
confrontational and the TVEI officers and Regional Adviser 
attempted to manage the approach taken by the Project. 
In all three cases the management style of the MSC at Annual 
Reviews changed with time. The approach became less 
confrontational and less concerned with seeking accountability. 
It was more directed towards developing a partnership. It will 
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be shown in the next Chapter that this change of style was the 
result of an inability of the MEC to cope with the management of 
rVEr rather than a deliberate change of management approach. 
8.2 FACTORS OPERATIIG AT THE LEA LEVEL. 
a) The relationship between the LEA and its schools, regarding: 
i) The degree of autonomy provided to them. 
The introduction of TVEI necessitated an LEA taking a 
responsibili ty for the developments occurring in its schools, 
and accepting a contractual obligation with the XSC for the 
successful delivery of the scheme. Where schools had become 
used to accepting the directives made by their LEA, and 
anticipated that the LEA would assume a large part of the 
control over any developments (for instance in Coventry>, the 
assimilation of TVEI was an easier matter than in those 
Authorities where schools had been given a considerable amount 
of autonomy to undertake developments in their own way and in 
their own time. This was a particular problem for Powys, where 
not only had the schools been allowed considerable freedom of 
action, but the LEA had previously been able to provide only a 
minimal amount of support and guidance. Even in the case of 
Warwickshire, where the LEA had given considerable autonomy to 
its schools but had attempted to maintain a strong support role, 
it was not easy for the LEA to begin to exert a greater degree 
of control during the introduction of TVEI. Schools which had 
become used to their 'independence' resented attempts by the LEA 
to wrestle back any significant control. In the case of 
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Warwickshire the TVEI Project Co-ordinator was determined to 
achieve this, but in Powys the schools were largely allowed to 
maintain their autonomy. 
ii) Previous attempts at collaboration with other institutions. 
There had been little history of collaborative developments 
between the schools and colleges in Powys, partly because of the 
distances between them, and partly because of cultural 
differences. Only in the case of one school and one college was 
there any degree of partnership, and in this case TVEI did 
become adopted as a shared development. In the other parts of 
the County, collaboration was difficult to achieve for the 
reasons discussed previously. Although the Warwickshire TVEI 
pilot schools were geographically close to one another, it 
proved difficult for the Project Co-ordinator to establish any 
collaboration between them. Historically, there had been a 
considerable competition between the schools for pupils in the 
area, and as a result each had established its own clear 
identity, which it felt was attractive to parents, and which it 
wished to preserve. In Coventry, however, there had been a 
number of previous attempts at collaboration. Many of these had 
been successfully received by the schools, and hence it was an 
easier matter to encourage collaborative developments within 
TVEI. Even in this case, however, the tensions caused through 
competition for pupils, and the possible reactions of parents to 
j oint ventures, prevented a completely successful co-operative 
scheme being achieved. 
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iii)The existence of competition between schools for pupil numbers. 
TVEl could be regarded as either a positive or a negative 
feature during the marketing of a school, depending upon the 
image which the headteacher wanted to portray. For those heads 
who wished to promote a progressive and forward looking school, 
in which innovative opportunities were taken, TVEI was a highly 
marketable commodity. However, where schools prized their 
traditional values, and wanted to demonstrate an ethos of 
stability and security to parents, TVEl might have been a 
disadvantage since it was concerned with changing traditional 
school structures. The marketing of schools to attract pupils 
becomes most critical when they are in direct competition with 
other schools. The distances between the secondary schools in 
Powys meant that this was not a particular problem, except where 
parents were free to decide to send their children to schools in 
neighbouring Authorities. The Coventry schools involved in 
TVEI were sufficiently far apart for their catchment areas not 
to overlap, and there had not been attempts previously by 
parents to move their children across the boundaries. In the 
case of Warwickshire, however, the schools which had been 
selected for TVEI were close together, and due to a degree of 
excess capacity as a result of falling rolls, they had competed 
for pupils for some time. This situation inhibited 
collaborative relationships being developed, and raised 
concerns, in the minds of the headteachers, about the possible 
effects that changes might have on the public images of their 
schools. 
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In all three LEAs, potential competition existed in the post-16 
phase. While in Powys the school sixth forms did not compete 
with one another for students, the colleges of FE competed both 
wi th the schools and wi th each other. Al though the LEA had 
restricted the courses available at one of the colleges, so that 
students who wanted to take engineering-based courses had to 
travel to the other college, there was still considerable 
overlap in some vocational areas. The LEA had also encouraged 
the colleges to concentrate on vocational courses, and as a 
result, there was some resentment among college staff who saw 
that, in effect, the LEA was attempting to operate a selective 
system post-16, in which academically able students remained in 
the school sector while the others transferred to the colleges. 
Although these issues tended to restrict collaboration in the 
post-16 phase, the cOlleges themselves actually used TVEI to a 
considerable degree to enhance their course provision. In 
Warwickshire, the competition which existed pre-16 was extended 
into the post-16 phase, and was also apparent in the lower 
status that seemed to be afforded to college courses by the 
schools. As was the case in Powys, the Warwickshire sixth forms 
were seen to attract the bulk of the academically able students, 
leaving the colleges to undertake the vocationally orientated 
courses. In Coventry, the competition between the schools and 
colleges was less acute. There were elements of an 
academic/vocational divide apparent at 16+, but the traditions 
of collaboration, and the political will to implement a policy 
of 'Education for life', were sufficiently strong to alleviate 
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the worst excesses of this. Competi tion in the post-16 phase 
was also extended to the effects that the YTS scheme, which 
operated in all three LEAs, had on student numbers. There was 
no collaboration between the TVEI projects and the YTS providers 
in the LEAs, despite the fact that both initiatives had 
originated within the MSC. This seemed to be a consequence of 
the TVEI Unit having discouraged projects from becoming involved 
with YTS, since it was considered that the scheme did not 
provide a suitably accredited progression route for TVEI 
designated students. 
iv) The expectations of Headteachers and Officers. 
Coventry headteachers anticipated that they would largely be 
required to run their schools within the guidelines laid down by 
the LEA. They assumed that ideas for developments would 
frequently be suggested and supported from the centre, 
particularly through the work of officers and advisers who were 
seen to be acting in response to the wishes of elected members. 
In the case of Warwickshire, however, the schools tended to 
operate autonomously. The LEA was seen as providing a degree of 
support and encouragement, but there was little expectation in 
schools that the LEA would attempt to establish control over the 
innovation. Education in Powys tended to be more static than 
in the other two Authorities, with many of the schools pursuing 
a largely traditional pattern of provision. Innovation was not 
particularly encouraged by the LEA, whose role seemed to be to 
mainly administer to the needs of the institutions. As a 
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result, there was a different response in each of the LEAs to 
centrally directed curriculum initiatives, which influenced the 
reactions of the schools towards TVEI. 
b) The LEAs own tradition of educational innovation, in relation to 
both curriculum and staff development, and to the role of the 
Advisory Service. 
Coventry LEA had previously established something of a 
reputation for encouraging educational innovation, and the 
schools seemed to expect to be invited to participate in many of 
the new initiatives being introduced. The City, therefore, had 
invested heavily in the provision of support for teaching staff 
to engage in curriculum development. It had established a well 
equipped Teachers' Centre and had appointed a large team of 
advisers and teacher advisers. Warwickshire had created a 
network of Teachers' Centres and through the work of the 
Advisory Service provided a fairly comprehensive programme of 
INSET, although much of this was directed at supporting existing 
practice rather than towards encouraging curriculum innovation. 
In Powys, the opportunities for teachers to engage in INSET 
activities were more limited as a result of organisational 
difficulties relating to distances between schools and LEA 
centres. There was little tradition of educational innovation, 
and the INSET that was provided in the County tended to be for 
the maintenance of current practice, rather than for generating 
change. As a result, therefore, teachers in Coventry regarded 
INSET in very different ways from their counterparts in the two 
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Shire Counties. The effect of this was to create different 
reactions from teachers to the introduction of TVEIj the 
Initiative was targeted towards curriculum and pedagogical 
change, and as a result required teachers to engage in 
substantial INSET activities. 
c) The LEA's intention to contain, utilise or a:uend TYEI; ie whether 
the intention was to develop rYEI objectives within the Authority, 
as a consequence of the funding provided, or to use the resources 
for other purposes, or to attempt to alter the rYEI objectives in a 
deliberate way to suit the LEA's own needs. 
Al though the intention with regard to TVEI in Coventry might 
have been to use the funding to support the City's own needs, 
the coherence between the two sets of objectives allowed the 
LEA to develop TVEI in ways which were largely acceptable to the 
MSC. The Authority set up an innovative scheme which encouraged 
new practices in curriculum organisation and pedagogy, and 
introduced new trends in assessment. The objectives of TVEI 
were largely adhered to, and the scheme was frequently praised 
by the MSC for its exemplary outcomes. Although Coventry was 
refused entry to rVEI 
reasons for this were 
Extension at the first attempt, the 
acknowledged by both partners to be 
minimal and largely associated with fairly minor issues of 
progression for post-16 students. The Extension scheme was 
accepted without amendment the following year. In Warwickshire, 
the Project tried to adhere closely to the aims and objectives 
of TVEI. It used the scheme to develop the work-related 
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curriculum and new styles of teaching and learning, and to 
introduce new forlllS of accreditation. The Co-ordinator seemed 
determined to cultivate an ethos of change in the schools, and 
in this case the LEA succeeded in gaining entry to TVEI 
Extension at the first attempt. However, the Warwickshire TVEI 
. scheme was by no means as innovatory as that introduced by 
Coventry, and the TVEI components were not as easily 
recognisable within the schools. Within Powys, the development 
of rVEI objectives was far more limited in scope and intention. 
Al though the County's submission supported the TVEI criteria, 
the ways in which the LEA attempted to introduce these were more 
restricted, and the developments taking place tended to be 
focussed more on institutional needs, rather than on those 
defined by the Project. The components of the Powys TVEI 
scheme were difficult to distinguish from much of the previous 
work of the institutions, because the scheme itself was not 
particularly innovative, and the schools tended to treat it in 
this way. Powys failed to gain admission to TVEI Extension at 
the first attempt and was provided with development funding by 
the MSC to support an entry at a later date. 
d) The role of the Project Co-ordinators. The nature of their links 
with the LEAs and their institutionsj the breadth of their role; and 
their willingness to act as a substantial change agents through the 
encouragemen~ of innovation whenever possible. 
The roles and modes of operation of the LEA project co-
ordinators have been closely examined in the previous two 
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Chapters. In Powys the Co-ordinator was only able to generate a 
minimal amount of change; partly because of the autonomy of the 
Authority's schools, and as a result of the large number of 
other tasks that he was required to undertake. While he was 
keen to encourage change wherever possible, he was constrained 
by being able to attempt this only through his advisory role, 
since the autonomy of the institutions largely prevented him 
from operating in any other way. Al though his status in the 
County was high, his success in encouraging innovation was 
limited. In Coventry, the Co-ordinator (entitled the Director) 
acted as the manager of the LEA's scheme, and he had the 
confidence and support of the LEA and headteachers. Although he 
sometimes had to steer the Project, this was not particularly 
difficult because the schools were used to receiving direction 
from the centre. The Co-ordinator was an influential member of 
the Education Department and had high status within the schools. 
In Warwickshire, the Co-ordinator began his task from a fairly 
low status position but, through his development of the role, he 
was able to increase his status substantially and became a 
highly influential person in the Education Department. He 
showed a determination to produce change, by coercion if 
necessary, and to further the aims of TVEI within the 
institutions. His role in the LEA broadened considerably during 
the life of the project, and he moved from being the manager of 
a curriculum development project to a member of the Advisory 
Team, with special responsibility for careers education amd 
industry links in addition to TVEI. The success the project co-
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ordinators had in encouraging change, in accordance with the 
principles of TVEI, was related, therefore, to the attitudes of 
the LEAs and institutions towards the Project, as well as to 
their determination and ability to generate changes in the 
schools by overcoming the resistance of the traditional gate-
keepers. 
In Chapter 5, a classification of co-ordinator roles introduced 
by Beattie (1985) was discussed and extended. This research has 
allowed that classification to be developed further. It now 
seems likely that a negative reaction from heads to someone 
operating in the 'Competing Head' mode would have occurred in 
those LEAs in which institutions had historically been g1 ven 
considerable autonomy over their affairs, and in which heads and 
principals had high status. In fact, it is unlikely that a TVEI 
co-ordinator working in an LEA which operated on a high level of 
institutional autonomy could actually have operated as a 
'Competing Head'. It was only in those Authorities in which 
central control of institutions was taken for granted that such 
a role could have been envisaged. 
Co-ordinators who operated as 'Managers' would probably have 
attempted to achieve consensus among all those involved and to 
create collaborative developments. Co-ordinators operating in 
this mode would have needed the support of a number of advisory 
teachers and curriculum co-ordinators, who they would have 
managed, and who would have provided additional support wi thin 
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the institutions. Because this particular model would not 
necessarily have demanded a high profile on the part of the co-
ordinator, co-ordinators might have been accused of paying 
insufficient attention to the processes occurring in the schools 
and may have been seen as rather remote. 
Al though 'Adviser' co-ordinators would probably have had the 
confidence of the staff in the instl tutions, they might have 
been too close to the changes which were occurring to allow a 
sufficiently broad viewpoint to be produced to assist with 
whole-prOject developments. 
Co-ordinators operating in a 'Chief Executive' mode would have 
needed a fairly large central team to delegate responsibilities 
to, and so this model only became common when TVEI was extended 
to whole LEAs. Even then it was only wi thin the larger 
Authorities that such a role was really feasible. 
'Inspector/evaluator' co-ordinators mainly operated within LEAs 
that were keen to develop quality control structures and wanted 
to ensure that the work of their insti tutlons was properly 
monitored. These co-ordinators were keen to ensure that 
insti tutions were seen as accountable to the proj ect for the 
outcomes they achieved. 
The 'Chief Executive' and 'Inspector/evaluator' modes were 
largely LEA focussed, in that they were mainly concerned with 
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the outcomes of TVEI for the project. These co-ordinators 
tended to remain outside the action of TVEI developments. The 
'Adviser' co-ordinators were more insti tut10nally focussed in 
that they were concerned with the specific outcomes in the 
institutions, and were highly involved with the developments 
taking place. The 'Manager' co-ordlnators were mainly concerned 
with the outcomes for the LEA, but were more willing to work 
with the institutions than the 'Chief Executives' or 
'Inspector/Evaluators' might have been. The' Competing Heads' 
could have been found working with either the LEA or the 
schools, but would have been very much inside the operation 
rather than outside it. This research has demonstrated, 
however, that co-ordinators tended to adopt a blend of these 
roles, focussing on certain strategies at particular times and 
in particular circumstances. Indeed the success that co-
ordinators achieved was frequently a result of their ability to 
modify their approach. 
e) The interactions between Co-ordinators and their LEAs. 
A 'Competing Head' co-ordinator operating in an Authority with a 
'Centre/Periphery' style of management would be likely to create 
rapid change by operating through a power/coercive strategy. 
However, since this strategy is not conducive to producing long 
term institutionalised change, it is unlikely that it would be 
popular with practitioners, being seen as something imposed from 
outside and putting them under pressure to produce results 
quickly. Similar situations could also result from the 
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operations of 'Chief Executive' and 'Inspector/Evaluator' style 
Co-ordinators, although these would probably generate different 
reactions within the inst! tut!ons. 'While the 'Competing Head' 
would be seen as a particular threat by the headteachers, the 
'Inspector/Evaluator' would be seen as a more universal threat, 
especially when accountability issues were being pursued. The 
'Chief Executive' would not pose a specific threat to an 
institution, but would be regarded with a high degree of 
scepticism since he would be a distant manager. In this case, 
the ways in which the roles undertaken by his team members were 
discharged, would be critical. On the other hand, while an 
'Adviser' co-ordinator operating in an Authority with a 
'relative/autonomy' model of management might be able to produce 
change of a sustained nature, it is likely that this Change 
would be slow to occur, and be so idiosyncratic to the 
indi vidual lnst! tutions that sharing of developments would not 
occur <Powys>. The change model which seems to have been most 
favoured by the MSC, the Consortium Model, has been found in one 
of the Projects being studied in this research (Coventry), to 
produce useful developments for the institutions lnvol ved, but 
these were not then easily transmitted to other institutions in 
the LEA. The management of this approach needs careful 
consideration, and since it involves changing attitudes, the use 
of a normative/re-educative style operated by a 'Manager' co-
ordinator or 'Adviser' co-ordinator would probably prove to be 
most appropriate. However, this approach is inherently slow to 
occur, because attitudes of practitioners are difficult to 
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change. These features are summarised in Figure 8.1, in which 
the rate at which the outcomes of TVE! were achieved, the 
permanency of the changes that were occurring, and the actual 
direction in which the institution was moving, are seen as 
dependent upon the implementation strategies adopted by both the 
LEA and the institutional change agents (headteachers and TVE! 
co-ordinators). The relationship between the MEC and its TVE! 
projects was found to be generally consistent across LEAs 
(initially power-coercive), while the role of the project TVE! 
co-ordinators differed according to the nature of the LEA. The 
roles undertaken by the co-ordinators tended to reflect the 
particular change model that they adopted, although this model 
was itself dependent upon the way in which the LEAs usually 
dealt with their institutions. 
f) The size of the LEA: 
i) Links between schools, 
The pilot schools in Warwickshire and Coventry were 6i tuated 
close to one another, and hence distance posed no real barriers 
to possible collaborative developments in these LEAs. Within 
Powys, however, distance was an important factor, since it 
prevented staff from meeting together regularly, and in this way 
inhibited successful consortium working. However, it also has 
to be acknowledged that, at times, the distance factor appeared 
to be used as an excuse for schools not being able to 
collaborate when, perhaps, it masked more fundamental 
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differences between institutions, including educational and 
cultural features. 
ii) Support staff availability. 
The advisers and teacher advisers in Coventry often led 
developments in the City, and their presence in the schools was 
accepted as a normal part of the curriculum and staff 
development programme. In Warwickshire, whilst the advisers 
had shown themselves willing to support developments, they were 
less pro-act1 ve in generating them than their cOlleagues in 
Coventry. In addition, there was only a small number of 
advisory teachers in the County prior to TRIST and those were 
largely concerned with encouraging areas of the curriculum which 
had limited adviser support, eg primary science. The advisory 
team in Powys was very small and tended not to be particularly 
pro-active as far as the schools themselves were concerned. 
Many schools in the County felt isolated from the 'centre', and 
support for curriculum and staff development was severely 
limited. There were no advisory teachers in Powys prior to the 
introduction of TRIST. 
g) Reactions to evaluation. 
It was stated in Chapter 1, that the nature of TVEI evaluation 
was not fully understood by the three LEAs and their 
institutions. This situation probably resulted from a number of 
features: 
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(i) The LEAs and their institutions had not been involved with 
evaluation studies to any extent in the past. 
(ii) Where evaluation had been used, it was for summative rather 
than for formative purposes. Formative evaluation was seen by 
some people in the LEAs as a type of inspection. 
(ii1) There was a suspicion amomg some people that the 
evaluation was for accountability purposes, and would be used to 
determine areas in which the project was failing. 
(iv) The LEAs did not have their own structures for evaluation. 
This made some officers and heads antagonistic to a system which 
was being imposed from outside. 
(v) Questions were asked about the credibility of the evaluator 
and the rigour and appropriateness of the instruments used. 
The LEAs differed in the ways they reacted to evaluation. In 
the case of Powys, although the project assisted the evaluator, 
and attempted to provide free access, the research outcomes were 
not used to any great extent. It was pointed out in Chapter 6 
that the evaluation studies had highlighted a number of the 
weaknesses of the Powys scheme, but these had been either 
misunderstood or deliberately ignored. However, while the Powys 
proj ect marginalised the effects of evaluation, staff in the 
institutions were generally willing to co-operate with the 
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evaluator. In part this was because they received little direct 
input from the Authority and they saw the evaluator perhaps as a 
source of advice and support. The ways in which they reacted to 
the evaluation outcomes, however, were still guarded. 
Of the three LEAs, Coventry was the one that had made greatest 
use of evaluation in the past, particularly through its advisers 
and inspectors. As a result, the staff in the schools in 
Coventry looked to the evaluators to provide them with useful 
information for future developments. However, the LEA was more 
reticent to accept the evaluation outcomes, reported by the 
University team, arguing that it was impossible for people 
outside the LEA to have a proper view of what was happening. In 
part this reflected certain negative attitudes to the first two 
evaluation reports that had been produced (HMI 1986), and a 
concern that the evaluation was more concerned with 
accountabill ty than with development. The project was somewhat 
protective about its reputation. 
It was shown in Chapter 7 that the Warwickshire TVEI co-
ordinator used the evaluation reports as accountablli ty 
instruments to determine how the institutions were developing. 
This meant that, while the central team co-operated fully with 
the evaluator, the staff in the schools were generally 
suspicious and sometimes hostile. The heads perhaps perceived 
the evaluator as an agent of the LEA and the MEC. The 
Warwickshire co-ordinator was keen to develop accountability 
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systems, and later took upon himself the role of 
'Inspector/evaluator'. 
8.3 FACTORS OPERATIIG AT THE lISTITUTI0IAL LEVEL. 
a) The ethos and structures of the institutions, in relation to their 
local community and Governors, to educational change, and to their 
educational philosophy. 
The schools and colleges in Coventry were highly orientated 
towards their local communi ties, and generally offered open 
access to the public. They accepted educational change and 
supported the City's policy which was exemplified in 'An 
Education for Life' (Coventry LEA 1982). This argued that 
education was a life-long process which was to be achieved by 
close collaboration between the schools, students, the LEA and 
the local communi ties. Unlike the TVEI schools in Powys and 
Warwickshire, the Coventry TVEI schools were more noticeable for 
their similarities than for their differences. In Warwickshire, 
the TVEl institutions tended to be far more insular than their 
counterparts in Coventry, and often reflected an adherence to 
traditionally determined values and structures. The individual 
institutions enjoyed the support of their governing bodies and 
they tended to resist any changes imposed from outside. Their 
educational philosophies were highly idiosyncratic, and varied 
from one school, in which there was no school uniform, in which 
pupils called their teachers by their first names, and which 
prided itself on its innovative style, to another school which 
had a strict uniform, demonstrated traditional Grammar school 
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values, and openly resisted change. Despite thi s dichotomy, 
both schools were very popular with certain groups of parents. 
Schools in Powys tended to reflect the traditions of their local 
communities. They were generally steeped in the local culture 
and tended to resist changes which might affect this. The 
schools often demonstrated traditional Grammar school values, 
and seemed suspicious of ideas emanating from outside. Wi thin 
their local communities, however, they were generally very 
highly regarded. The significance of these features is that 
where schools had built up a previous reputation for successful 
Change and innovation, it was easier for them to persuade 
parents and governors of the value of introducing TVEI. 
b) The role of TVEI in the institution. 
The concept of salience (Dale 1986) was discussed and extended 
in Chapter 4. Dale considered three features of salience: 
Identity, Integration and Compass, to which has been added 
Status. In Coventry, the salience of TVEl was high in the case 
of two of the three institutions, in that TVEI was clearly 
identified (ie it was well publicised), was marketed as a useful 
scheme, and was made available to all pupilS. Although 
initially TVEI was a separate development in these schools, and 
the modular scheme was available only to limited cohorts of 
pupils, the scheme became more integrated as the Project 
developed and all pupils eventually became involved in the 
modular curriculum. Al though teachers in the schools who were 
involved with the Initiative were initially identified as 'TVEl 
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staff', this too gradually changed as the scheme became more 
universal. TVEI also had considerable impact in the two 
schools. It affected the school organisation, timetabl1ng and 
staffing arrangements, and many of the features of the 
Initiative, particularly profiling. Active Learning and work 
experience, began to influence the rest of the schools' work in 
obvious ways. The status of TVEI in the schools was high. 
Al though both schools had previously been involved with 
prevocational developments such as CPVE, the technological and 
business aspects of the curriculum had not been given much 
prominence. As a result of TVEI, these areas were extended and 
given a status equivalent to the more 'academic' work of the 
schools. The other TVEI school in Coventry was more reticent to 
involve itself fully in all aspects of the scheme, due to 
possi h1e parental reactions. and here the salience was less. 
In this case, the scheme was largely identified with pupils of 
'lower abiH ty' and was not well marketed across all sectors; 
the integration of the scheme was slow to occur, and TVEI 
classes were frequently discrete entities. The impact of TVEI. 
however. was quite large, since it was impossible for TVEI to be 
introduced without changes in the school organisation. and the 
work of other pupils did become influenced by features such as 
Active Learning and profiling. The status of rVEI in this 
school was still quite low, however. since stress continued to 
be laid upon the 'academic' curriculum. Where TVEI was able to 
introduce electronics, computing and technology, which were seen 
as having higher status, this was welcomed, but other areas of 
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the curriculum, such as business studies, were not so easily 
assimilated. 
Although the salience of TVEI in Warwickshire schools was 
generally less than in Coventry, this did vary considerably 
between the institutions. In most cases, TVEI was not clearly 
differentiated, and in a number of schools, TVEl pupils were not 
even aware of their involvement in the scheme. TVEl was often 
seen as being for a limited group of pupils, and as a result it 
was not marketed widely. The competi ti ve element that existed 
between the schools in this part of Warwickshire, tended to make 
headteachers wary about the amount of publicity that they gave 
to new schemes that might damage their reputations if they 
proved unsuccessful. TVEl sometimes became integrated into a 
school structure in order to reduce its prominence. In a number 
of cases, TVEl was merely a mechanism for adding additional 
subj ects to the existing option pools, with TVEI pupils then 
being identified as those who chose particular combinations of 
these subjects. The impact of TVEI was fairly low, with TVEI 
subjects being peripheral to the timetable rather than being 
fundamental to its construction. Some of the TVEl elements 
became adopted into the work of the schools, eg work experience 
and profiling, but this was often a result of these initiatives 
already existing in the school. There did not appear to be a 
great deal of effect on other parts of the curriculum. The 
status of TVEI was not particularly high, and the schools 
continued to give prominence to those aspects of their work that 
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proved attractive to parents and governors. Where TVEI was able 
to assist in this process, eg through electronics courses or 
information technology, these areas were given increased 
prominence, but this did not apply to the scheme as a whole. 
Although the elements of salience varied in degree between the 
schools in Warwickshire, they all tended to be lower than in the 
Coventry TVEI schools. While TVEI was adopted fairly 
enthusiastically by the Coventry LEA and the headteachers of its 
TVEI schools, in Warwickshire the Ini tiati ve was treated with 
some suspicion. In comparison with the prominence that TVEl 
was given by Warwickshire schools, in Powys it was generally 
lower still. The impact of TVEI on Powys schools was small. 
There was little curriculum innovation as a result of the 
Initiative and changes in teaching styles were slow to occur. 
Powys headteachers were concerned about the effects that TVEI 
might have on the reputation of their schools, and they 
attempted to 'hide' the Initiative within the general work of 
their lnsti tutions. In common with the situation in 
Warwickshire, the acceptability of TVEI varied between the 
schools. Those schools that had already had some involvement 
wi th pre-vocational courses were more prepared to adopt TVEI 
than those schools which were accustomed to more traditional 
curriculum patterns. TVEI was used in some schools as an 
alternati ve curriculum for certain groups of pupils who were 
disaffected. Where new subjects were introduced into the 
curriculum of the Powys TVEI schools, these tended to be ones 
which teachers already wanted to introduce, such as electronics 
-309-
and business studies, which were more readily acceptable to 
parents. 
c) The status given to the TVEI institution Co-ordinator. 
It was argued in Chapter 4, that the status of TVEI in 6chools 
and colleges could be linked to the roles that the institution 
co-ordinators were given. It has been shown already that, 
within the three LEAs being considered here, TVEI had the 
highest status in Coventry. The co-ordinators in this LEA also 
had considerable status. This was a consequence of the 
positions they held in their institutions (they were all deputy 
heads or Senior Teachers, and members of their senior management 
teams), and their own personal standing with their colleagues. 
The co-ordinators in Coventry operated as 'Deputy Heads', and 
were given delegated responsibility for the introduction of 
TVEI. Meetings of the co-ordinators were decision making 
occasions and they formed the maj or planning group for the 
Initiative in the City. 
The co-ordinators in Warwickshire were well respected members of 
their institutions, but they were not given the same 
responsibility for introducing TVEI as their Coventry 
counterparts. They operated as I Heads of Department' rather 
than 'Deputy Heads'. They were only allowed to operate within a 
framework laid down by their headteachers. Meetings of co-
ordinators took place regularly, but these were discussion 
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groups rather than decision making bodiesj decisions were taken 
by the heads and principals meeting together. 
In Powys, the status of the co-ordinators varied between 
institutions; in most cases they had low status, both in terms 
of their position in the school, and in their relationships with 
their colleagues. Four of the co-ordinators operated as 
'Administrators', having been given no real responsibility for 
the scheme other than to complete the necessary paperwork and to 
keep the required accounts. Two of the co-ordinators, however, 
were able to operate as 'Deputy Heads' and therefore had higher 
status, not only in their schools and colleges, but also in the 
Authority as a whole, and it was to these two individuals that 
the Project Co-ordinator tended to turn when he needed to 
discuss issues related to rVEI. Meetings of institution co-
ordinators occurred infrequently, and were often ineffectual due 
to the different status positions of the people present. Thus 
the ability of the institution co-ordinators in the three LEAs 
to act as change agents was affected by the attitudes shown 
towards them by their colleagues in their institutions. 
The ways in which TVEI was introduced in the three proj ects differed 
markedly therefore. The success that the projects achieved, and the 
scope of the developments taking place, were a direct result of the 
relationships between the rVEI institutions and their LEAs, and the 
roles and responsibilities undertaken by the major participants. In 
the next Chapter, the issues which have already been raised in this 
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thesis with regard to the management of change through TVEI, both 
nationally and in the three case study LEAs, will be placed in the 
context of the whole Initiative, and of other recent education 
innovations. The findings will then be analysed and conclusions drawn 
about the role that the Technical and Vocational Education Initiative 
had in relation to producing change in educational management in this 
Country. 
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CHAPTER 9. ANALYSIS OF FINDINGS AND CONCLUSIONS. 
The adequacies of this research are considered in this Chapter, and 
suggestions of possible areas for further investigation are made. The 
findings from the research are then set against the central thesis: 
'That the impact of the Technical and Vocational EducatioD 
Initiative in educational institutions, has depended on the previous 
atti tudes which have been shown towards the management of change 
both within the institutions and in the Local Education Authority 
responSible, and also on the nature and extent of the support of the 
Project, and to some degree on the nature of the Project itself. ' 
and are analysed under three main headings: 
(1) 
(11 ) 
(11i) 
the notion of centre/periphery change, as it applies to 
TVEI. 
features of the change process in TVEl. 
the outcomes for TVEI within the framework of its local and 
national contexts. 
The findings will embrace the various features relating to TVEI and 
educational change which have been discussed in Chapters 3, 4 and 5 
and will take into account the outcomes of the three case studies 
considered in Chapters e and,7. The final conclusions will be set 
aga1nst a conceptual framework that encompasses the two main areas 
which have been central themes throughout th1s thesis: 
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(1) The nature of the change processes 1n TVEI, 
(1i) The changes produced as a result of TVEI. 
9.1 SOKE COXIEITS OJ THE ADEQUACIES OF THIS RESEARCH. 
The main aims of this research project were to examine the curriculum 
and management processes which were occurring wi thin a number of TVEI 
schemes, through the evaluation studies that were carried out. The 
methods which were used have been described in Chapter 2, together 
with the problems which were inherent in the ethnographic approach that 
was mainly employed. The adequacies of the research can be determined 
by focussing on a number of key features: 
(i) Access to the TVEI projects. 
Since this research was conducted as part of an official evaluation of 
TVEI developments, there were no problems over access to documentary 
materials, or attending the various meetings held by the proj ects. 
Neither were there difficulties in gaining access to staff and students 
in the LEAs and institutions, although, since TVEI was a contentious 
and highly funded contractual project, it was not always certain that 
all the staff involved were willing to respond honestly and frankly to 
the questions being asked, and to provide all the information which was 
being sought. While it appeared that the vast majority of individuals 
did respond positively, and appeared willing to provide the information 
which was requested, it was impossible to be sure that this was always 
the case. The research methodology was designed to overcome this 
problem, as far as possible, by cross-referencing the various 
viewpoints expressed. 
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(ii) Reliability and Validity. 
The information which was obtained was constantly tested against the 
perceptions of others through triangulation approaches, and by 
analysing the responses which were made to the reports that were 
produced, both verbally and in written form. The picture that emerged 
was valid for the participants who had been involved in the evaluation 
studies, but it was not possible to obtain the views of all the 
participants and interested observers, or to observe all aspects of the 
three projects. As a result, the information obtained was limited to 
the COl!llllents of some people, and it was always pOSSible, therefore, 
that d1:fferent views might have been expressed by others. Opinions 
about TVEI were sought from a cross-section of partiCipants, and 
included teachers and students as well as co-ordinators and senior 
staff in schools and the LEAs. As far as possi ble, wi thi n the 
available time, the samples used were representative of the broader 
communi ties. 
(iii) Constraints of Time. 
Any 'il!llllersion' in the developments taking place was only partial. 
This difficulty was a direct result of working with three different 
LEAs at the same time. Another problem arose as a result of the 
evaluative field work needing to be completed in two years, in order to 
accommodate the available fundingi as a result, any attempt to develop 
longitudinal studies was limited. Because the local evaluation of TVEI 
schemes began some t1 me after they had started to operate, it was 
difficult to obtain a 'base-line' view of the position from which the 
LEAs had come. The importance of this antecedent stage of the change 
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process has been recognised by Bolam (1975), but in this case it could 
only be deduced through conversations with appropriate participants, 
and hence any analysis might not have been entirely reliable. 
(iv) Awareness of Local and Rational developments. 
It might be considered that the development of just three case studies 
of TVEI projects was insufficient, since TVEI was a national scheme, 
and the LEAs chosen might not have provided a reasonable cross-section. 
However, these particular LEAs did provide opportunities for studying 
three very different educational baCkgrounds, both in organisational 
terms and with regard to their philosophies, and their TVEI schemes 
were distinctive and introduced in different ways. In addition, it was 
possible to gain a considerable amount of information about TVEI in 
other LEAs through contacts with other evaluators, and by attending 
various meetings at which project co-ordinators were present. The 
national perspective was also enhanced through the regional and 
national TVEI meetings which were held, and through access to research 
and evaluation reports. 
(v) Access to the XSC. 
One of the major problems encountered during this work, was that any 
analysis of the MSC role in TVEI could only be attempted through 
impressionistic methods. It proved impossible to obtain sufficient 
accurate, in-depth information about the workings of the TVEI Unit, 
since its staff were subject to the Official Secrets Act and were 
unWilling, therefore, to provide information outside their immediate 
remit. This meant that the evaluation of this important aspect of TVEI 
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had to be considered through indirect 
observation of the work of MSC officialsj 
approaches, 
conversations 
including 
wi th TVEl 
project staff about their perceptions of the MSC's role in TVEl; 
analysis of MSC 11 terature, reports and other Government papers; and 
attendance at a range of meetings at which MSC staff were present. 
This was not, however, a totally satisfactory approach. 
(vi) A lack of objective research information. 
A great deal of the 11 terature that was produced in connection with 
TVEI was descriptive rather than analytical, and had often been 
produced by those most closely involved with running the various 
projects. This meant that a great deal of the published material 
relating to TVEI could not be relied upon to be impartial. The MSC had 
encouraged LEAs to market TVEl and to disseminate the lessons which had 
been learned; as a result there were a great many vested interests 
operating within TVEl that made it more difficult for the evaluator to 
obtain an objective overview of the development. 
(vii) The Effects of the Evaluator's other roles. 
In addition to the evaluator/researcher role, the researcher was also 
expected to perform a number of other functions including: consultant, 
adviser, and inspector. While these roles assisted in gaining access 
to project staff, they also detracted from any ability to maintain a 
totally neutral viewpoint. This was particularly so where an 
adviser/consultant role was fulfilled, since the researcher was placed 
in the position of gaining a degree of ownership aver the Changes 
taking place. As a result, the researcher became a change agent within 
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TVEI. This feature is one of the important outcomes of this research, 
because it has become evident that formative evaluation will have a 
developmental effect on the work of a project, and as such the 
evaluator becomes a critical part of the development process, in which 
he offers advice through the evaluation outcomes. 
(viii) Measurement of outcomes. 
Many of the outcomes of TVEI, which were beIng evaluated, were 
concerned with the attitudes of participants to the proj ect and with 
the management of curriculum change and development. However, TVEI was 
an initiative that became increasingly concerned with changing teaching 
and learning styles, and whilst models for evaluating teaching styles 
have become fairly well-established, there is 11 ttle literature 
available on the evaluation of learning. Classroom observation 
studies, as they related to the effectiveness of rVEI, were concerned 
more with the management of learning strategies, therefore, than with 
an evaluation of learning outcomes. 
(ix) Responsiveness to LEA and institutional requests. 
It was possible to examine those aspects of the rVEI schemes that were 
identified by the researcher as important, but the focus of the 
evaluation was none-the-less influenced by the wishes of the LEA co-
ordinators and institutional staff. Particular issues were suggested 
for more intensive study and, wherever possible, these were 
incorporated into the research. For instance, one of the headteachers 
in Coventry was concerned about the effects that the rVEI modular 
scheme was having on the attitudes of his students towards their 
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studies. In this case, a decision was taken to pursue this issue, and 
a separate report to the school and to the LEA was produced (Hodge 
1987h). The evaluation studies were sometimes developed in response to 
the needs of the participants and, as a result, the particular focus 
changed during the field-work period. 
9.2 SUGGESTIONS FOR FUTURE RESEARCH. 
(1) An anal ysls of the 'consequent stage' of TVEL 
This research has been mainly concerned with the 'interactive stage' of 
TVEI, ie the period during which the initiative has been developing. 
Since LEAs have been considerably affected by the contractual and 
categorically-funded nature of the project, an analysis of what happens 
when the funding and support from the MEC end should provide a useful 
study. It will be particularly important to determine the degree of 
institutionalisation of the changes that have occurred, since a number 
of these have been quite fundamental features of both educational 
management and curriculum development. 
(i1) Further work on the developmental nature of formative evaluation 
and its consequences for the role of the evaluator. 
It has become apparent during this research, that the traditional view 
of evaluation providing a distinctive part of the management of change 
cycle has not been upheld. Instead of evaluation merely providing 
evidence about the appropriateness of a particular developmental 
strategy, TVEI has demonstrated that formative evaluation has become 
much more a part of the management of change process itself. This 
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appears to have consequences for the roles undertaken by evaluators and 
the backgrounds from which they are recruited. 
(iii) The expectations of the participants in highly funded projects 
of the role and status of the evaluator. 
The link between evaluation and accountability was an important 
dimension in TVEI because of the high level of funding available. The 
role taken by evaluators in accountability situations seems to be a 
critical one, since it relates to their capacity to fulfil their task 
effectively and has consequences for the status that they are given. 
(iv) The linkages between illuminative and scientific forms of 
evaluation. including Performance Indicators. 
The approach used during this research was in the illuminative and 
ethnographic tradition. However, many of the developments currently 
taking place in the evaluation of TVEI are concerned with more 
scientific approaches, particularly the development of Performance 
Indicators. The ways in which these two strands of evaluation might be 
used together, to produce a more composite picture of developments, 
would be a useful study. 
(v) Further work on the evaluation of learning outcomes. 
The shift in emphasis within TVEI to learning outcomes is likely to be 
continued. There is currently little, if any, research literature on 
the evaluation of learning outcomes, and this too could usefully be 
developed. 
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9.3 THE IOTIOI OF CEITRE/PERIPHERY CHAIGE AS IT APPLIES TO TVEI. 
TVEI began its life in 1983 as a centrally developed and centrally 
funded education project. The aims and criteria of TVEI meant that the 
Ini tiati ve was primarily concerned with promoting change wi thin the 
educational system of England and Wales. The three main centres from 
which these changes were generated, were: 
the MSC (through its TVEI Unit), 
the LEA (particularly through its TVEI project co-
ordinator), 
the institution heads and principals (often through their 
TVEI institution co-ordinators). 
During the course of this research, it was found that an understanding 
of the interactions between these agencies was vital to an appreciation 
of the processes tati ng place within TVEI. Al though the LEAs and 
insti tutions were both peripheral to the MSC (the principal agent of 
change 1n TVEI), the LEAs themselves were a central focus for their own 
inst1tutions, and the headteachers and principals were central agents 
as far their teachers were concerned. 
TVEI was introduced rapidly and without discussion with the LEAs 
invol ved, and as such represented an ini tiati ve emanating from the 
centre rather than from the periphery. It was also commonly found, 
particularly in many of the First Round schemes (those that started in 
1983), that LEAs themselves did not consult with their institutions 
about their intended TVEI Projects. Hence the further periphery of 
schools and colleges was not usually involved in the creation of local 
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schemes. A further complication was that the heads of the 1nsti tutions 
which became involved did not always consult widely with their teachers 
about the impending changes. Those participants in the change process, 
who were ultimately responsible for the delivery of TVEI to students, 
were frequently ignored, therefore, in the initial planning stages. 
The way in which TVEI was introduced was centralist. Financial support 
was provided to LEAs only when they had submitted schemes that were 
framed within the criteria laid down by the National Steering Group. 
){Be deter:mined when LEAs were allowed to commence their TVEI schemes. 
A centralist approach was also observed during Annual Reviews (see 
Chapter 5), and in the expectations that Regional Advisers and Ci vll 
Servants had about their relationships with the LEAs. There was, as a 
result, a compulsion on the LEAs to deliver outcomes in line with their 
previously accepted schemes, in return for the funding made available 
to them. As a result of this coercion, LEAs themselves tended to 
pressurise institutions into developing schemes which fitted an 
acceptable framework. However, as shown in Chapters 6 and 7, this was 
often tempered by the previous management relationships which existed 
between a particular LEA and its institutions. These are illustrated 
in Figure 9.1. If an LEA had traditionally imposed central directives 
on its schools, TVEI developments occurred in a more or less uniform 
way within the pilot institutions, and collaborative schemes tended to 
develop (the case in Coventry). If, on the other hand, the 
institutions had become used to having a high degree of autonomy, 
within an Authority that operated a more 'laisser faire' approach, then 
uniform and sustained change was difficult to maintain, and 
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Figure 9.1 Relationships between LEA management styles and 
institutional responses. 
----------------------------------------------------------------------
: Management style : 
: of the LEA 
Institutional responses 
-----------------------------------------------------------------------
Tradi tionally 
Centralist 
An acceptance of the scheme with uniformity 
across instititutions. A high degree 
of collaborative development. 
-----------------------------------------------------------------------
Co-operative 
Laisser Fa1re 
An acceptance of a common core with some 
similar elements in place between 
institutions. Some collaborative development. 
A superficial acceptance of the scheme with 
idiosyncratic developments taking place in 
institutions. Little collaborative 
development. 
collaborative development was hard to encourage <the case in Powys). 
Within Authorities that operated somewhere between these two extremes 
(a Co-operative mode), there was often an acceptance of the common core 
of the scheme by the institutions, and collaborative developments 
occurred to some extent (the case in Warwickshire). In a similar way, 
where headteachers felt obliged to initiate changes in their schools, 
their capability for doing so was strongly influenced by the ethos 
which previously existed in their institutions, and by the attitudes 
towards change which were collectively held by their staff. The change 
process was further complicated by a range of other possible 
interactions, both between an LEA and its institutions, and within the 
-323-
institutions themselves. These could affect the nature of the changes 
being proposed. Thus, TVEI, which began as a centralist change model 
at the level of the MEC, had often been filtered and possibly amended 
and diluted by the major groups of participants, before it was put into 
operation in the classroom. 
It has been a major theme of this thesis that TVEI was modified during 
its pilot phase as a result of the influences brought to bear on the 
MSC by the LEAs and by the practitioners in the institutions. This 
thesis must be explored within the context of the strengths and 
weaknesses of centre/periphery change strategies which were observed 
during this research. From this analysis an attempt will be made to 
identify the effect1 ve changes which were brought about wi thin TVEI. 
Figure 9.2 summarises the advantages and disadvantages of changes 
emanating from either the centre or the periphery of a change system. 
Advantages of the Centre/Periphery Change Kadel adopted by the XSC. 
In the case of TVEI, the advantages for the MSC in creating a coercive, 
centralist change strategy were that: 
(1) They were able to direct the changes which were taking place 
in LEAs through highly funded contractual agreements which, 
at least initially, were closely monitored by Regional 
Advisers and Civil Servants. 
(11) It gave the MSC clear control over developments, and over 
the use of the available funding. In these ways, during the 
early rounds of TVEI, the MSC was able to manage the events 
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FIGURE 9.2. FEATURES OF CEITiE/PERIPHERY CHAHGE 
FROJ[ THE CEITRE 
CHAHGB 
FROJ[ THB PERIPHERY 
CHAHGE 
----------------:--------------------------:--------------------------
ADVAITAGBS 
FOR THE 
CEITRB 
- DIRECT 1011 
- COllTROL 
- UIIFORlIITY 
- IBEDS UTCH 
FOR PERIPHERY 
- SPEED 
- LOW COST 
- SATISFACTIOH FOR 
THE PERIPHERY 
- LOW 
CODITIEIT 
----------------:--------------------------:---------------------------
ADVAITAGES 
FOR THE 
PERIPHERY 
- FIIAICE 
- SUPPORT 
- COLLABORATIOI 
- COllTROL 
- OWIERSHIP 
- IDEITIFIED IEED 
FOR SELF 
----------------:--------------------------:---------------------------
DISADVAITAGES 
FOR THE 
CEITRE 
- DISSATISFACTIOI OF 
THB PERIPHERY 
- COST 
- COOITIEIT 
- RISK 
- DIFFUSIVB 
- VARIABLE 
- IDIOSYICRATIC 
- DBTRACTS FRO. mHER 
IIITUTlVES 
---------------_._------------------------_._--------------------------. . 
DISADVAITAGES 
FOR THE 
PERIPHERY 
- 10 OWIBRSHIP 
- TAKES FROJ[ 
mHER IIITIATIVES 
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- LACK OF FIIAICE 
- LACK OF IXIEDIATB 
SUPPORT 
- SUSPICIOI FROX 
THE CE:lTRE 
- HIGH COXXITIEIT 
- RISK 
(111) 
taki ng place. This was also demonstrated by the Annual 
Review programme, which could be interpreted as the control 
stage of a 'Management by Objectives' strategy. 
Control over developments in TVEI allowed the MSC to achieve 
some uniformity between projects. The Commission seemed to 
consider this desirable for a number of reasons: 
(a) to compare developments between LEAs as part of the TVEI 
pilot exercise, 
(b) to provide opportunities wi thin and between LEAs for 
collaborative developments, 
(c) to ensure that the aims and criteria of TVEI, laid down 
nationally, were adhered to. 
(iv) The requirement to maintain a coherence with national 
criteria, reinforced the centralist viewpoint that there 
were inadequacies within the work of the LEAs and 
inst1 tutions which needed to be addressed, This issue was 
reflected in many of the aims of TVEI, and the strategy used 
by the MSC seemed to focus on matching the perceived 
shortfalls in the institutions with highly funded coercive 
Change. 
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(v) The strategy allowed change to take place quickly. Although 
the history of TVEI is evidence for this occurring, problems 
did arise for the MEC in ensuring that adoption and 
maintenance of the changes did occur. 
Whilst a centralist strategy had certain advantages for the MEC, there 
were also definite advantages for the LEAs and institutions concerned. 
It was evident that: 
(1) They were provided with considerable funding which enabled 
them to develop their educational provision at a time when 
there were financial cutbacks nationally. 
(ii) The MEC had created a system of support capability for TVEI, 
through: 
its own Civil Servants, 
its Regional Advisers, who were recruited to develop and 
support networks, locally, regionally and nationally, 
formal and informal channels for curriculum and staff 
development, 
and unlike earlier highly funded curriculum projects, which 
often floundered through lack of support networks (eg 
Nuffield Science schemes), TVEI projects benefited from 
these considerable back-up systems. 
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(ii1> Much of the support was focussed on the creation of 
networks. These were often welcomed by LEAs, institutions 
and individuals for the opportunities that were created for 
like-minded people to come together to discuss developments, 
and to collaborate further. 
Disadvantages of the Kadel. 
A1 though the various advantages of a centralist change model were 
evident in TVEI projects, there were also disadvantages in the 
strategy, which tended to reduce the positive effects. The centralist 
model caused considerable dissatisfaction, among the LEAs and their 
insU tutions, aver the KSC's approach to introducing the In1tiati ve. 
The negative attitudes of some individuals and groups to TVEI have 
already been discussed, and the centralist model for change exacerbated 
these tensions further in the following ways: 
(1) There was 11 ttle opportunity for LEAs and institutions to 
discuss their own TVEI schemes, since there was an apparent 
'take it or leave it' attitude expressed by the MEC. 
(11) The MSC was seen as dictatorial, and attempting to farce 
through changes which, although popular with Central 
Government. were opposed in principle by some local 
politicians and teachers. 
(111) LEAs and institutions saw TVEI as encroaching on their 
autonomy to run their own educational affairs in the ways 
that they thought most appropriate. <The Chief Education 
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Officer of one of the three projects being studied in this 
thesis, viewed TVEI as a subversive attempt by Government to 
take over control of education at the local level). 
The economic cost of TVEI was high and was borne entirely by the MEC. 
There was no guarantee that the LEAs would even partly finance their 
proposed schemes themselves (as was to be the case with Educational 
Support Grants). The KSC had to demonstrate to the Treasury that the 
money was belng used appropriately and effectively, and that the 
changes which had been proposed were actually taking place. This 
particular constraint on the MSC also explains, at least in part, the 
very directive management style adopted by the TVEI Unit in the early 
days of the Initiative. The commitment by MSC, to the generation of 
change through substantial 'categorical funding', contained hig~ risks 
which were not shared, in the same way, by the LEAs. It was the MSC, 
and not the LEAs, which was being assessed on its ability to encourage 
innovation and to deliver an educational structure which, 1n the view 
of Government, met the needs of students more closely than the one 
which had existed previously. The overall commitment to the Initiative 
was also greater for the .KSC than for any other partner in the TVEI 
organisation, since any failure of the scheme to operate could be 
interpreted as a direct consequence of the MSC's own inadequacies 1n 
encouraging change within the LEAs. It was always possible for LEAs to 
blame the MSC for providing too little support or direction. 
The centralist model also had disadvantages for the LEAs and schools, 
since they had not been involved in the development of the criteria for 
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TVEl, and had 11 ttle natural ownership over the scheme. It was 
difficul t to encourage some teachers to jOin in developments, since 
they were unhappy about the educational and political implications of 
TVEI, and they objected to an ini tiati ve that was making incursions 
into the secondary school curriculum. The principal pressure was 
resource led. Teachers of subjects such as CDT found themselves being 
offered additional equipment and technician support in return for 
adopting the criteria of the local TVEI scheme. A number of teachers 
were happy to accept this situation; others were less keen to become 
involved yet felt compelled to in order to obtain the additional 
resources. Other teachers felt a degree of compulsion to participate 
because their headteachers had accepted entry to the Initiative and had 
nominated them to take part. They found it difficult to refuse in 
these circumstances, particularly when the involvement implied 
opportuni ties for promotion or other advancement. The:MSC viewed the 
involvement of teachers in TVEI as a mechanism for encouraging them to 
participate further. They assumed that when teachers had seen the 
advantages of the Initiative for themselves, they would want to become 
more involved. This assumption appears to be somewhat naive and 
unjustified, since when teachers did become involved, this was often on 
their own terms. 
Another problem for LEAs and schools was that TVEI was an extremely 
time consuming project, which tended to reduce the capability of many 
teachers and LEA personnel to maintain developments in the other 
current initiatives. The additional demands on time arose because the 
Initiative had a separate identity from other LEA projects, and a 
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considerable duplication of effort was needed from many teachers. 
Administration systems related to evaluation, resourcing, finance and 
reporting were particularly time consuming for some teachers, 
particularly the school co-ordinators. Detailed returns were required 
for TVEI teachers and students, as part of the national evaluation 
programme, and resources and equipment had to be accounted for 
separately and insured. In addition, teachers involved with TVEl were 
expected to attend a large number of development meetings which were 
usually add! tiona1 to any that were held by the LEA's own advisory 
team. TVEl also generated considerable INSET opportunities which 
teachers were encouraged to attend. These features were often welcomed 
by teachers, but many of them had to make a substantial time commitment 
to this particular initiative. 
During the period 1983 - 1986, TVEl became the largest area of Change 
in secondary schools in England and Vales (HMI 1991). Other 
initiatives such as: The Lower Attaining Pupils Project (LAPP), and The 
Certificate of Pre-Vocational Education (CPVE) either took a 
subservient position, or actually became subsumed into TVEl itself. A 
feature of TVEl was that it seemed to grow in scope during its life-
time, and the Initiative often became a means and a justification for 
change. For instance, TVEl became instrumental in fostering the 
development of modular curricula, flexible arrangements for learning, 
and new forms of assessment. This s1 tuation seemed to arise as a 
resu1 t of the avallabil1 ty of TVEl funding to encourage change. An 
unintended consequence was the achievement of an increasing coherence 
of educational practice, which culminated in the Extension phase of 
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rVEI being more concerned with processes in classrooms, than with 
curriculum content alone. rVEl gradually incorporated some 
initiatives, such as Recording of Achievement, work experience and 
modular curriculum, in an almost colonial way, but as a result of 
increasing teacher control, the outcome was that rVEl could be 
interpreted as supporting other developments. 
Changes in the ](ode!. 
rhe gradual decentralisation which became evident as the rVEl pilots 
developed, resulted from a combination of the disadvantages of a 
centralist model, and the advantages of allowing changes to emanate 
more from the periphery. For the MEC, a relaxation of its control over 
rVEl meant that Changes could be brought about at a lower cost to the 
Commission, since the onus was passed to the LEAs and schools, which 
then had to accept an increased share of the required resourcing. As 
rVEI developments became more aligned with the policies of the LEAs, 
there was a greater willingness among Authorities to support the 
innovations taking place themselves, and for the costs and commitments 
to be shared more evenly. In the case of Clwyd LEA, for instance, the 
Authori ty provided sufficient funding to enable all of its secondary 
schools to be brought into rVEl before the end of the pilot phase 
(Evans 1988). 
Another benefit for the MSC was that, as some control passed to the 
periphery, teachers were able to take greater ownership over the 
changes taking place, and there was an increased level of satisfaction 
for them. rhis in turn allowed the Initiative to become more 
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acceptable, especially where teachers were able to perceive the MSC as 
supporting changes which they themselves wanted to introduce, and for 
which they, not the MSC, had identified the need. 
It is not easy to determine to what extent the MSC planned to 
relinquish control to the LEAs and institutions, since policy at TVEI 
Unit level has not been made public. There were, however, 
disadvantages for the Commission in such a move, since the changes 
became more diffuse and variable, and more difficult to evaluate, 
support and control. LEAs and schools tended to introduce changes 
which they felt to be necessary. The idiosyncratic nature of such 
changes meant that some of the aims of TVEI became less sharply 
focussed, while others received little or no attention at all, eg equal 
opportunities issues. Indeed it was possible to observe some areas of 
Change being introduced that were entirely outside the remit of TVEI, 
and yet occurred as a result of the funding available, eg the 
development of course Jllaterial for A-Level Biology classes. This 
situation, from the XSC point of view, meant that the time and 
resources used to develop issues of importance to the LEAs, could well 
have detracted from the main aims of the Initiative, thus reducing the 
political impact of the Changes at national level. These effects were 
offset, to some extent, by an increased satisfaction in the LEAs 
arising from a greater feeling of ownerShip over TVEI. It was also 
possible that the MSC wanted to reduce its overall commitment as well 
as the financial costs for lVE!. It has already been pointed out in 
Chapter 3, that whilst it was comparatively easy, in the first 2 years 
of the Project, for the MSC to monitor lVEI, when more LEAs joined the 
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Initiative, the task became increasingly difficult as the work-loads of 
Regional Advisers and Civil Servants increased. Without substantially 
increasing the cost to the Treasury, or viring funding from individual 
projects to the centre in order to employ more advisory staff, it 
became necessary for the MSC to reduce its direct involvement with 
individual LEAs as much as possible. 
The partial devolution of control to LEAs and schools, which resulted 
from this diminution in individual contact, did not happen without a 
number of problems for the periphery too. As the institutions gained 
more control over their own initiatives they found themselves having to 
vire other resources into the changes taking place. Sufficient funds 
from the XSC were not always available to cope with changes which were 
inappropriate to the aims of TVE!. In addition, the changes taking 
place received less support from the XSC staff. Some tensi ons were 
also created by the Commission attempting to keep a watching brief over 
any new developments. The devolution of partial control to the LEAs 
brought a consequential transfer of commitment. The LEAs found 
themselves having to justify their actions more to their elected 
members, and in those situations which involved a degree of risk, they 
were no longer able to count on the full support of the MSC. This was 
a problem for LEAs, since their original TVEI schemes, which had 
received approval from the XSC, had been produced in a hurry and 
frequently lacked internal coherence. 
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The initial devolution of central control of TVEl probably occurred, 
therefore, as a result of the MSC not being able to fund an adequate 
monitoring and support capability. This situation was then accelerated 
as teachers reacted to the increased ownerShip that they developed over 
the project. TVEl expanded too quickly for the MSC to manage the 
Initiative in the way that had originally been planned, which had been 
observed in operation during the first year of the scheme. 
Some LEAs actually sought to maintain a fair degree of MEC support, and 
a balance was struck between central and peripheral control of Change. 
The actual locus of this control varied between LEAs, and tended to 
reflect the MSC's own view of how well indi vidllal Authorities were 
accommodati ng to the In! tia ti ve. Where LEAs were perceived as being 
'successful', they were given more room for manoeuvre, and possibly 
less immediate support. However, the MEC was not in a pOSition 
adequately to judge the ability of LEAs to cope with Change, since one 
of the features leading to a devolution of control in TVEl in the first 
place, had been a lack of proper monitoring capability on the part of 
the Commission. As a result, some of the judgements made were probably 
suspect. Some of the features which seemed to govern the MSC's view 
of LEA capability included: 
i) The achievement of the TVEI aims and criteria. 
ii) Sound management from the Project Co-ordinator. 
i 11) A clear comm! tment, on the part of the LEA, to the 
involvement of advisers/inspectors in the Project. 
iv) The degree of collaboration with other TVEI projects. 
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v) The degree of collaboration among schools and colleges 
within the LEA itself. 
The same criteria also figured prominently in the granting of Extension 
funding to LEAs, since once all the 14-18 institutions in an Authority 
had been introduced into TVEI, the amount of support which was 
available to that Authority from the }liSe would have been even more 
reduced than in the pilot phase, and the degree of devolution of 
control would inevitably have had to have been increased. 
A ~simllar analysis of the relationship between the MSC and the LEAs, 
also applies, to a large extent, to the links between LEAs and their 
schools and colleges. Although, as shown in Chapter 8, different LEAs 
related to their institutions in different ways, there were a number of 
common features governing the possible outcomes: 
1> The nature of the historical relationship between the LEA 
and its institutions, particularly with regard to the degree 
of autonomy permitted to institutions over resource 
management. 
11) The role of the TVE I proj ect co-ordi nators, and how far 
these people perceived themselves as managing and 
controlling TVEI in their LEAs, or merely acting in a 
supportive and advisory capacity. 
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ii1) The style of the headteacher and the consequent ethos of the 
inst1 tution. 
iv) The relationsh1p between the headteacher and the LEA. 
v) The degree of collaboration between institutions, which in 
turn was found to depend upon: 
a) historical developments within the LEA relating to 
inst1tutional autonomy, 
b) geographical features of access for staff and 
students, 
c) competition between institutions for students in the 
same geograph1cal area. 
vi) The nature of the project itself, and how far local criteria 
were synonymous with separate institutional aims. Where a 
project required rapid and novel 1nnovation from 
institutions in which there was a high inertia to change, 
the locus of control was likely to move to the project co-
ordinator 1f the criteria were actually to be met. 
The three TVEI projects, which were discussed in Chapters 6 and 7, have 
demonstrated how all these features can be brought into play when 
considering the locus of control in the management of change. They 
also illustrate that the analysis of innovation is a complex issue, and 
support the view that change in TVEI was not a one-way process (Gleeson 
1987>. 
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TVEI has been shown as a unique ini tiaU ve, that was introduced in 
unusual circumstances, and involved a new arrangement of participant 
groups. The tensions which existed between these various groups had 
definite effects on the processes of change occurring in the individual 
projects, which will be considered in the next section. It will be 
argued that there were a number of novel features evident in these 
processes and that, in many ways, TVEI became an initiative concerned 
more with the management of change, than with curriculum development 
alone. 
9.4 FEATURES OF THB CHAIGE PROCESS. 
The impact that TVEI has had on educational innovation has been 
considerable, in terms of both the results of the changes that have 
been introduced, and the effects on the change process itself. The 
framework introduced by Bolam (1975), in relation to educational 
innovation, was found to be a useful means of analysing TVEI. Bolam 
presents changes as operating through a series of systems which 
interact over a period of time. The systems are the Innovation, the 
User and the Change agent. The Time element has three phases (Hull et 
al 1973): the Antecedent Stage (the time prior to the changes taking 
place), the Interactive Stage (the time during which the changes occur) 
and the Consequent Stage (when the changes have been concluded). 
THB I nov AT 101 SYSTEX. 
(1) The Iature of the Innovation System. 
TVEI was a distinctive ini tiati ve since, unlike previous schemes, it 
was not one innovation but a collection of many. Although TVEI was 
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concerned with developing the school curriculum, it was not a single 
curriculum development; instead, it was a set of criteria aimed at 
influencing the ways in which children responded to the world of work. 
Whilst previous innovations had supplied specific ideas and materials 
for changing defined areas of the curriculum, tVEI only provided a 
broad developmental framework, within which LEAs and institutions were 
expected to operate. Although TVEI was a pilot scheme, it was 
concerned with testing possible ways of achieving the specified aims of 
the Initiative rather than trying out pre-written materials. As a 
result, TVEI was more concerned with the processes of curriculum 
change than with spec1fic curriculum development programmes. However, 
the potential for TVEI to encourage change was considerable, and the 
Initiat1ve did have an impact upon both the content of the curriculum 
and how the curriculum was organised. This will be considered in 
Section 9.5. 
TVEl was probably the most highly-funded, single curriculum initiative 
ever, and this had a coercive effect on LEAs, many of which entered 
the Proj act for its resource benefits rather than for its curricular 
opportuni ties. However, when an LEA had entered into a contractual 
obligation with the KSC to deliver TVEI, it found itself without any 
previously defined ways of achieving the project's aims. The){SC did 
not provide the LEA with curriculum materials, but instead relied on 
the LEA to introduce its own ideas. This was not an easy situation for 
LEAs since they had not been accustomed to working in this way. They 
tended to rely on earlier innovations or unfulfilled aspirat10ns in 
order to meet the1r contractual obligations. This brought into 
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question both the novelty and appropriateness of many of the changes 
taking place. 
(ii) The lovelty of Innovation. 
Throughout the developmental phase of TVEI, it was increasingly 
apparent that the Initiative was not instrumental in encouraging the 
invention of a large number of new ideas. Instead, it was generally 
found that projects reproduced or developed many educational features 
that had been created previously. Although some new ideas were 
forthcoming, eg within course development or within curriculum 
organisation, these did not occur frequently. Indeed many of the 
ideas were merely the creation of new content for old frameworks (eg 
electronics courses). or new frameworks for old content (eg modular 
curricula). It now appears that TVEI did, in fact, enable projects, 
i nsti tutions and teachers to implement many of the ideas that had 
existed previously, but which they had not had the time, resources, or 
perhaps permission to introduce. The concept of TVEI legi timatising 
certain forms of innovation is an important one. Those teachers who 
were most involved at the beginning of TVEI, perhaps saw the Initiative 
as enabling them to introduce, adapt, enhance and develop many of their 
most cherished beliefs and ideas. 
:Much of the innovation wi thin TVEl followed similar lines, with many 
pre-existing ideas becoming candidates for development. Projects often 
based their starting point on their immediately perceived needs, and 
then carried out investigations to discover solutions which fulfilled 
their requirements; this approach inevitably led to the utilisation of 
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previous innovations and ideas. This situation resulted from the 
considerable speed with which TVEI was introduced, which prevented the 
LEAs and their institutions from carrying out any systemt1c 
reappraisal of their needs, or having the opportunity for carrying out 
a full research and development programme. TVEI could be considered 
as the introduction of 1970's ideas into the 1980's curriculum, for the 
pattern of innovation tended to rely upon existing developments. 
(111) The Approprlateness of the Innovation. 
Many of the changes taking place in TVEI tended to be idiosyncratic, 
and to reflect previous developments in the Authority or school. This 
meant that while changes became more frequent as a result of the 
Initiative, they were not always consistent with its aims and criteria. 
Indeed many of the changes occurring through TVEI could often be 
regarded as: 
(1) peri pheral, 
since they tended to affect only the more marginal areas of 
educational development, such as the type and quantity of 
equipment available, and introduced specific and esoteric 
changes in single subject areas. 
(11) superficial, 
in that the changes occurring did not always have a 
fundamental impact on the work of the inst! tution. For 
instance, the acquisition of more computers did not 
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necessarily have an immediate impact on teaching and 
learning styles. 
The superflclal1 ty of rVEI was often a result of the lack of clear 
definition of the Project's objectives, and was particularly noticeable 
in those LEAs in which curriculum development had not occurred to any 
great extent previously. Within these Authorities, there appeared to 
be a lack of ideas about what to do with the available resources, and 
the tendency was to invest in 'high-tech' equipment which then 
frequently remained under-utilised. The peripheral nature of TVEI was 
exacerbated in those schools in which the Initiative was marginalised, 
as far as possible, by the headteacher. Instead of using the Project 
to influence key areas of the work of the school, it was limited to 
those aspects which were seen as less threatening. 
(iv) Support for innovation. 
Round 1 projects (those that started in 1983) were given considerable 
support by MSC officials and Regional Advisers. This support was 
considerably reduced for later entrants to rVEI, when it was no longer 
possible for more or less the same number of XSC staff to maintain the 
same level of intervention with a much increased group of LEAs and 
institutions. It was apparent that the Round 2 projects involved in 
this study generally obtained a rather minimal amount of support from 
the XSC, and tended to obtain greater benefits from mutual meetings 
with other TVEI projects. 
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Institutions usually had little or no contact with Regional Advisers, 
and the bulk of their support was provided by the project co-ordinator, 
who often adopted a multi-faceted role within the LEA. The amount of 
support available was dependent, therefore, upon (i) the capacity of 
the co-ordinators to provide it, (11) how many other responsibilities 
they held in their LEAs, and (111) the s1ze and nature of their 
central teams (1e curriculum co-ord1nators and other support staff). 
It has already been noted several times in this thesis that, in all 
three LEAs, the involvement of advisers and officers in TVEI was 
minimal. This tended to reduce the capability of the LEAs to provide 
support to institutions, and made TVEI a rather marginal activity. 
Although advisers had not been particularly act! ve in pilot schemes, 
the amount of INSET and staff development taking place, as a result of 
TVEI, was considerable. In the past, these elements had often come to 
be associated with the work of advisers, but within TVEI there was an 
increase in IISEt work led by teachers and by curriculum co-ordinators. 
While the growth in IISEt reflected the needs of teachers arising from 
the changes taking place, the handing over of much of the 
responsibility for the delivery of the liSE! to practitioners, on an 
increasi ngly 'in-house' basis, was novel. It perhaps reflected the 
lack of expertise and knowledge on the part of advisers about many of 
the developments occurring in TVEI, and the growing confidence and 
expertise of small groups of teachers who were working closely with the 
developments taking place. 
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The INSET support provided through TVEI and TRIST was appreciated by 
many teachers. It seemed to provide a high degree of relevance to 
their work, and created opportunities for them to express their own 
needs, and to find these being met. This situation had not Occurred to 
the same extent before. The degree of support created for INSET and 
staff development, through TVEI, was a factor which substantially 
enhanced the scheme's acceptability with classroom practitioners. The 
attractiveness of TRIST to teachers was noted by the DES, who used 
TRIST as a pilot for the funding arrangements for in-service training 
introduced in 1988. The Grants for In-service Training scheme (GRIST) 
had many similarities with TRIST, and was itself the fore-runner of the 
LEA Training Grants Scheme (LEATGS) and of the current scheme - Grants 
for Education Support and Training (GEST). TRIST therefore provided a 
basis for organiSing the in-service training of teachers in different 
ways. This illustrates the wider effect that TVEI had on the 
educational system in this Country. 
THE USER SYSTEX. 
(i) Defining the User System. 
The User system was complicated in TVEI by the broad objectives of the 
Project, and the considerable diversity of practice in different parts 
of the Country. Since the principal target group for the Initiative 
were students in the 14-18 age range, it could be argued that it was 
their teachers who would be the prime users of TVEr. However, the 
actual contract was made with the Local Authorities and not the 
insti tutions. The expectation of the MSC was that an LEA would 
determine the needs of its own 10cal1 ty, and use TVEI to achieve the 
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required outcomes. However, since it was the institutions which were 
ultimately responsible for delivering the scheme, the relationship 
between them and the ir LEA was critical to the ways in which this 
developed. In addition, since TVEI was not a straight-forward 
curriculum development project, with associated support materials and 
clear assessment outcomes, there was nothing tangible for teachers to 
use in their classrooms when the Initiative began. The programme had 
first to be created and then supported. In some cases, this was done 
collect! vely by the LEA and its institutions (eg Coventry>, while in 
other proj ects, the actual scheme was developed at the i nsti tutional 
level (eg Powys). An added complication was that the MSC itself was 
part of the User system, since the Commission was interested in 
affecting the attitudes of LEAs towards vocational education, and hence 
it used the opportunities presented by TVEI to introduce changes. As a 
result, not only was it difficult to define the User system, it was 
also hard to determine where the locus of control was situated between 
the Innovation system and the User system. The Innovation and User 
systems also overlapped, a possibility which had not been anticipated 
by Bolam. 
(11) The Effect and Style of Gate-keepers. 
Any innovation has to overcome the atU tudes and prej udices of the 
institution's gate-keepers. For TVEI, this problem was particularly 
great, since the Initiative was seen by some as a politically inspired 
innovation which was designed to damage the nature of comprehensive 
education. Thus TVEI had to overcome attitudes of those who saw the 
Initiative as politically undesirable. In addition, TVEI was an 
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ini tiati ve which provided considerable funding. Ini tially this was 
given to only a small number of institutions, and to particular 
departments in these institutions, for the advantage of a small group 
of pupils (the cohort). As a result, there was considerable antagonism 
from staff not involved with the Ini t1at1 ve, who sometimes saw their 
opportunities for personal advancement, and for further developing 
their subject departments, being undermined by TVEI. 
The nature of the tactics used by gate-keepers depended upon the status 
that they had within their establishments. If headteachers were 
opposed to the Initiative, there was often 1 ttle prospect of TVEI 
being genuinely adopted by their institutions, since too many obstacles 
were placed in the way. Heads who were antagonistic to TVEI generally 
tended not to reject TVEI out of hand, but rather opposed its 
introduction in more subtle ways, eg non compliance, prevarication and 
filibustering. The use of these less direct approaches resulted from 
the attraction of the funding available to them, and the potential 
kudos of becoming involved. Wi thin some TVEI institutions, it became 
apparent that there was a division between those staff and departments 
which were led by the institution co-ordinator, and those staff who 
were not involved with the scheme, who had their own gate-keeper 
support. Whether or not this schism was reconciled depended on the 
success achieved by the project, the project co-ordinator and the 
institution's change agents, and also on whether amendments were made 
to the TVEl scheme in order to increase the acceptablli ty of the 
Initiative. 
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THE CHAIGE AGEIT SYSTEX. 
The complexities of the User and Innovation systems wi thin TVEI also 
led to complications for the ways in which the change agents operated. 
For instance, the degree of co-ordination between the activities of the 
change agencies varied considerably between LEAs, and depended upon the 
structures that had been set up for TVEI, and on the relationships 
which existed between the MEG, the LEA and the institutions. 
The process of innovation is, in many ways, a conflict between the 
principal change agents on the one hand, and the gate-keepers and 
change agents for other innovations <either complementary or 
conflicting) and the preservers of the status quo on the other. Within 
TVEI, the institution co-ordinators, who were usually appointed from 
existing staff, were the group of personnel most affected by existing 
change agents and gate-keepers. Perceptions of their role and the ways 
in which it could be carried out, were dependent on the views of the 
heads who had appointed them. Since heads are the principal gate-
keepers and change agents in their institutions, this had clear 
implications for the way in which the roles of co-ordinators were 
allowed to develop. 
The strategies used by the various Change agents have been considered 
in detail in Chapter 5. What now seems most apparent is that the 
greatest innovative successes often derived from those agents who were 
able to adopt strategies which were in line with the management styles 
of their LEAs and of their institutions, and who were able to establish 
and maintain good relationships with the staff most influential on, and 
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affected by, the change process. Where change agents were seen to be 
attempting to introduce novel innovative styles, they were viewed with 
some suspiCion, and were marginalised by their COlleagues. 
Although collaboration was encouraged by the MSC, this was less 
successful than might have been anticipated. This reflected; 
the autonomy of the institutions, 
the difficulties experienced in organising meetings, 
the increasing competition for students between schools and 
colleges in some areas, 
a reluctance to share facilities and equipment. 
It has already been acknowledged that, as TVEI developed, considerable 
changes took place in the nature of the relationships between the 
principal partners. This meant that the ways in which the gate-keepers 
reacted also tended to Change. The effect of time on TVEI was 
particularly important, since the project had been introduced very 
rapidly, and the considerable pace of innovation was generally 
maintained during its lifetime. 
THE TIlE DIIEISIOI. 
(1) Stages of Innovation. 
Because the local evaluation of TVEI projects began after the 
Initiative had started, the work described in this thesis mainly 
relates to the interactive stage of the change process. It was 
possible to determine, however, that a number of features which 
predated the Initiative had been influential on the way TVEI eventually 
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developed (the antecedent stage). If the MSC had previously been 
perceived as a training organisation, with somewhat narrow views of its 
object! ves, this tended to colour the attitudes of some participants 
towards TVEl. If, on the other hand, a sound working relationship had 
been buH t up already between the LEA and the KSC, the degree of 
progress was often much more rapid. The historical views of the 
Authori ty, towards vocational education, were also influential on the 
ways in which the scheme progressed. The main User and Change Agent 
systems in TVEl were generally known to one another before the project 
started, but in different guises; thus the TVEI co-ordinators had held 
other posts in their Authorities, and the institutional co-ordinators 
had held other posts within their institutions. The institutions and 
LEAs also predated TVEl, and the relationships which existed between 
these two groups were often critical to the later progress made by the 
Ini tiati ve. A particular feature of the interactive stage of TVEI, 
was that changes were expected to take place rapidly and often did so. 
The nature of the interactions occurring between the User, the 
Innovation and the Change Agency systems were often critical in this 
respect. 
11) Rate ot innovation. 
The rate of innovation in TVEI was extremely variable and depended on a 
number of factors, including: 
the existing management structures <particularly how well 
channels far communication operated), 
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the nature of the relat10nship between the LEA and the MSC, and 
also between the LEA and its own inst1tutions. 
It became apparent that change was initially encouraged by the LEA, and 
al though proj ects had some success in producing results wi th1n their 
institutions, the rate at which changes occurred depended upon: 
a) the att1tudes shown to the change by the principal gate-keepers 
in the institution, 
b) the degree to which the suggested innovation was in line with 
the established philosophies of the institution, 
c) the capability of the change agents to introduce the change, 
d) the pressure imposed by the project on the institution to br1ng 
about the change. 
Change was most easily produced in areas which were fairly specific to 
the institution concerned, for instance, it was observed that: 
Changes which were immediately seen as relevant to the needs of 
the institution were more easily accommodated than those which 
were seen as deriving from the needs of the project, eg where 
pupil profiling was already part of school practice or planning, 
it became accepted more readily. 
It was easier to introduce changes within specific subject areas 
of the curriculum than in aspects which were cross-curricular; 
all the institutions found difficulties with this <for instance 
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in developing information technology and economic awareness), 
while some schools did not really start at all. 
Those aspects which affected small groups of teachers in a 
directly positive way (eg the provision of new technology rooms 
or more specialised equipment), were easier to introduce than 
issues which affected the whale school in a more general way, 
and which posed possible threats for some teachers (eg changes 
in teaching and learning styles). 
Innovation which was not immediately perceived as necessary, or 
deSirable, was most difficult to introduce (eg changes in 
management structures), particularly when these were seen as 
being imposed from outside the institution. 
As a result of these features, those changes which were most noticeable 
tended to be ones which were often somewhat peripheral to the central 
aims of the Initiative, eg a new computer network, or extra equipment 
for technology. It might prove to be the case, that many of the 
outcomes arising from the more fundamental impact of TVEI still need to 
be observed. This 1s particularly true when conSidering changes in the 
attitudes of teachers to pedagogical issues, and to the effect, if any, 
that rVEI has had on the learning process. 
THR OUTeoIES OF THB I JlOVAT 101. 
While changes were noticeable within rVEI Projects, the longevity of 
these changes still has to be determined. It has been demonstrated 
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that there were considerable pressures on institutions to change, as a 
result of the 'funding coercion' which was being imposed upon TVEI 
projects by the MSCj however, what will happen when this funding ends 
is yet to be observed. In same institutions, changes were accepted 
grudgingly, and were implemented in such superficial ways, that the 
resentment to change was clearly observable and had, in many ways, been 
exacerbated by the actions of the change agents. In ather cases, while 
the changes that were introduced appeared, on the surface, to be 
successful, whether they would eventually be adopted, in ways that 
would ensure their maintenance in. the future, was less clear. 
A considerable amount of information was gained, throughout the 
lifetime of TVEI, about the most appropriate means of 
institutionalising change. A conflict constantly arose between: 
(a) the need to introduce changes quickly, to prevent prevarication 
and to maintain their immediate relevance and impact (the view 
taken by the MSC), and 
(b) the importance of allowing staff time to accept the Changes, and 
to modify the developments occurring in ways which allowed them 
to feel more comfortable with the changes <the ownership issue 
often argued by the LEAs and institutions). 
These issues were nat fully resolved wi thin the management of change 
strategies adopted. The outcome often seemed to be a compromise 
situation, which involved: 
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a determination to encourage or enforce rapid change, 
maintaining the events that were occurring through the 
intervention of advisory staff, 
the provision of INSET support for a sustained period 
afterwards. 
Where this strategy was not possible, or not accomplished, the success 
of the projects in ensuring the adoption of change was often 
minimized. It was demonstrated in Chapter 4 that innovation is 
difficult to achieve 1f the participants do not perceive any need for 
it. This situation could result either from the change appearing to 
offer no better solution to a problem than existing approaches, or 
where the change would introduce a fundamental mismatch between the 
new approach and the professional andlor ideological views of the 
participants. Merely telling teachers to change their approach 1s 
insufficient. There have to be opportunities available for them, not 
only to become aware of the benefits of the change, but also to have 
some say in the final outcomes. There was 11 ttle doubt that this 
ownership of change was fundamental. All three rVEI projects 
demonstrated the force of Zaltman et aI's (1977) argument that a 
negotiated approach to educational change was more likely to succeed 
than a top-down strategy. However, in order to achieve any degree of 
ownership of the changes occurring, a considerable amount of time was 
required. This meant that either the changes were moulded around pre-
existing structures, or an attempt was made to give longer term 
support during the introduction of these new ideas. Since it was 
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difficul t to ensure the latter, the former approach tended to 
dominate. As a result, Changes were usually evolutionary. 
The 'funding coercive' nature of TVEI, and the contractual obligations 
placed upon LEAs to deliver the Initiative, meant that there was 
little actual rejection of the changes being introduced, since this 
would have directly contravened the contract. Instead, there was a 
high degree of subversion operating, in which many of the changes were 
adapted or slowed down. TVEI was a very diverse initiative which 
generated many innovations; wherever possible, LEAs and institutions 
tended to be select! ve over the changes they introduced. Those 
institutions which had considerable autonomy from their LEA found it 
easier to achieve this than those where the LEA was highly directive. 
Many of the changes taking place were ones that the institutions 
wanted to introduce and, as a consequence, some elements of TVEI were 
more readily assimilated than others. It was noticeable, for 
instance, that work experience, information technology, Personal and 
Social Education (PSE), and pupil profiling were popular innovations, 
whereas the introduction of prevocational and/or vocational courses 
into schools was less common. Where institutions were less free to 
select their own aspects of TVEI, there was often evidence of the 
imposed changes being adapted to the use of the particular 
insU tution. TVEI was a scheme which was d1fficul t to manage on a 
national scale, therefore it was possible for professionals at the 
local level to modify the Initiative to a large extent to their own 
needs and, as shown in Chapter 3, this led to an increased acceptance 
of TVEI by teachers. 
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The curricular outcomes of TVEI probably have been less important than 
the processes for generating change which were taking place. This was 
because many of the outcomes were not innovative, but were merely 
adaptations of previous practices. However, there was little doubt 
that TVEI was a real opportunity for the change process itself to be 
reconsidered in considerable depth and detail, and for the lessons 
learned to be disseminated. Even in its short life-time, TVEI has 
begun to influence other aspects of the educational system, and 
features of this will be considered in the next section. 
9.5 AI OVERVIEW OF THE OUTCOXES OF TVEI, WnHII ItS LOCAL AID 
IA110lAL COI1EITS. 
In this concluding section, the findings of the research will be 
summarised against the conceptual framework that was introduced at the 
beginning of this thesis, and which has been referred to throughout, 
ie: 
- the nature of the change process in TVEI, 
- the changes produced as a result of TVEI. 
(1) THE IATURR OF THR CHAIGE PROCESS II TVEI. 
Al though TVEI has been a vehicle for encouraging change in 
educational practice in England and Wales, the direction, pace and 
planning of this change has tended to be largely idiosyncratic, 
particularly at the institutional level. The main features which led 
to this position were: 
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(i) rVEI was not a single curriculum development project with pre-
produced course materials and assessment outcomes for students; 
instead it was a set of aims and criteria intended to 
encourage changes of attitude about the world of work and about 
vocational education and training. As a result, the content of 
the change process was not well defined, and innovation was 
often diverse and unrelated to the specific needs of the 
Proj ect. Xany of the changes taking place were ones which 
benefited the institutions involved in ways that they 
themselves wanted to develop. 
The relevance and congruence of the TVEI scheme to local needs 
was a fundamental factor in the adoption of change process. 
rVEl submissions were intended to clearly reflect this, but the 
speed with which that task had to be completed, and the 
inexperience of the submission writers at the time, meant that 
this was not al ways the case. Where rVEl schemes had clear 
relevance to local needs, or where adjustments were made to 
allow them to become mare relevant, there was a greater 
probability of the scheme receiving acceptance. Indeed, where 
it was possible for schemes to become amended by institutions, 
in order to meet their own needs, the degree of ownership was 
considerably enhanced, but this depended upon the willingness 
of the project co-ord1nators to support such a move, and their 
readiness to assist institutions in identifying their own needs 
in the first place. 
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The management problems involved in allowing institutions some 
freedom over their own schemes, while still maintaining their 
development within the framework of the project's overall 
submission, were substantial. Project co-ordinators were 
caught between providing flexibility and support for 
individual1 ty on the one hand, and directing and controlling 
coherent and planned changes on the other. The capability of 
co-ordinators to achieve this, either through their own 
efforts, or through the influence of their LEAs, was a vi tal 
element in the ways that the TVEI criteria were delivered. 
(ii> The incursion of the MSC into the educational arena introduced 
new styles of management. This led to an on-going 'struggle' 
with the other participants over the control of the Initiative. 
The locus of control of TVEI varied with the stage of 
development of the Project, and also differed markedly between 
LEAs. While the MSC maintained an overall commitment to 
fulfilling the initial aims of the Project, this was often 
subverted by LEAs and insti tuUons, either deliberately, or 
because they did not possess the necessary systems and 
structures to put the scheme into operation. 
The initial control over TVEI, which had been maintained by the 
MSC, and which had encouraged LEAs to adhere fairly closely to 
the original criteria which had been laid down and to deliver 
their schemes along the lines of their initial submissions, 
gradually relaxed. LEAs found themselves able to become more 
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innovati ve and in a position to pursue schemes more in line 
with their own developing needs. This movement of control from 
the centre to the periphery had benefits and disadvantages for 
both sides, but resulted in the Initiative becoming more 
acceptable to the practitioners than it might otherwise have 
been. 
The degree to which change occurred was very much controlled by 
the attitudes of the headteachers and principals, and whether 
they supported or rejected the aims of the scheme. Heads were 
found to be both the principal gate-keepers and change agents 
for TVEr in their 1nsti tutions, and 1 t was necessary for 
project co-ordinators to win their support if the adoption of 
TVEI was to be successful. This situation was also reflected 
in the ways that heads viewed their relationships with their 
Local Authority. Whether, for instance, they were in a 
position to maintain an autonomy over their own institution 1f 
they so desired, or whether they saw themselves more as agents 
of their LEA. It was clear that the impact of TVEI on 
institutions was indeed very dependent upon the previous 
relationship which had existed between the institution head and 
the Local Authority. 
While TVEI encouraged change at the institutional level, the 
scope and nature of this change depended upon a number of 
features: 
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the attitudes of the principal gate-keepers in the 
institution towards the philosophy of TVEI, 
how far the institution believed that it could adopt the 
innovations occurring through rVElj including its 
capability to amend the innovation to its own needs, 
the pressure placed upon the institution to change, by the 
LEA, the teachers within the institution, parents and 
governors. 
A fundamental consideration was how far institutions were 
willing to adapt their organisational structures (for instance 
timetables, option routines, and staff cover for INSET and 
visits) in order to accommodate the reqUirements of the 
Initiative. In most cases, there was a reticence on the part 
of headteachers to proceed too far in this direction for fear 
of affecting the qual1 ty of teaching in the more traditional 
areas of the curriculum. In the main, it was noticeable that 
heads assimilated TVEI into their existing arrangements as far 
as pOSSible, and were not willing to create new structures to 
accommodate the Initiative. As a result, in some cases, TVEI 
became lost in the existing structures of the institution. 
The management style of the ){sC, as illustrated through rVEI, 
changed during the life-time of the Project. Initially, the 
approach had been highly directive, coercive and 
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accountability-led. This gradually changed as the pilot 
developed to a style in which co-operation, partnership, the 
need for research and development, and the dissemination of 
good practice, were emphasised. As the Extension phase of TVEl 
unfolded, the approach became one which stressed high qual1 ty 
submissions, realistic and well considered aims, and LEA 
management systems wh1ch were suitable for the delivery of 
their proposed schemes. It ls dHflcul t to determine the 
underlying rationale for these changes in approach, since the 
TVEI Unit has not been forthcoming on this matter. The 
pressures on the KSC from a lack of professionally trained 
personnel to manage rVEI, and the attitudes of teachers in the 
various projects were, however, influential factors. A variety 
of political and economic pressures were also important to the 
ways in which rVEI matured. 
(iil) rVEI was a 'funding-coercive' project, and the pressure on LEAs 
and institutions to obtain extra resources forced them into 
contractual positions that they did not necessarily want to 
take. Although changes were noticeable throughout rVEI 
schemes, 1 twaS difficult to determine how far any of these 
would be sustained. In some cases, the changes occurring in 
the institutions were merely a result of the pressures to 
innovate imposed by the LEA, and once those pressures were 
removed (eg by discontinuing the funding), there was every 
likelihood that a number of the changes would be modified if 
not entirely disappear. Institutionalisation of change through 
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rVEI was particularly difficult, since it was seen by some as a 
politically and educationally unacceptable initiative, and had 
been targeted <at least initially> on a narrow part of the 
curriculum. These factors, taken together, led to considerable 
antagonis:m on the part of many individuals. Some teachers 
seemed to be opposed to the Initiative, simply because it was 
TVEI. The issue of post-funding continuity, in the areas 
encouraged by TVEI, remains a critical one for the LEAs 
concerned since, as a result of Extension developments, many of 
the features being encouraged are now themselves priorities for 
the LEAs as well as for TVEI (eg active learning strategies). 
There has been a realisation, that in order to sustain 
develop:ment when the original contractual obligations no longer 
apply, it will be necessary to encourage teachers to develop an 
ownershi p over the changes taki ng place. The LEAs themse 1 ves 
will have a key role to play in this. 
Within the Initiative itself, a polarisation of attitudes was 
observed. While there were teachers who were highly committed 
to TVEI, almost to the extent of beco:ming zealots (these were 
usually those most involved, andlor those who had benefited 
most from the Initiative>, there were many who were totally 
opposed to the scheme. This group included teachers with 
personal objections to what was happening, as well as those who 
demonstrated professional and pol1 tical dissent. The middle 
ground was occupied by a range of staff who were fairly neutral 
and willing to be convinced either way. Whether they were or 
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not depended largely on the attitudes shown by the heads and 
senior staff of their institutions, and how far they were 
willing to incorporate TVEI into the school's overall 
philosophy. 
The strategy used by the KSC of providing a statement of intent 
about where the educational system should be moving, and then 
providing large amounts of resources in order to encourage the 
system to move in the required direction, was found to be 
managerially naive, since it: 
totally ignored the posi tion from which the 
participants started, 
took no account of the partiCipants' wishes to go along 
with the idea, 
assumed a capab1l1 ty among the participants to actually 
determine and pursue a route to attain the final goals for 
themsel ves, 
assumed a capability on the part of the managers to 
control, direct and deliver the intended aims. 
The history of TVEl provides a critique of this particular 
model of Change. The evaluation studies, carried out in the 
three TVEl projects, identified a number of features that 
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needed to be addressed if the implementation of change was to 
be successfu 1. In a number of cases these features were not 
given enough attention and this gave rise to some of the 
problems that occurred. The project managers needed to: 
seek some consensus among the various participants about 
educational aims, so that schools were better able to 
integrate TVEI into their own organisational and 
professional structures. There was sometimes considerable 
conflict between the aims of individual institutions and 
those of TVEl. 
identify the actual needs and requirements of participants, 
so that 1ndi vidually they were able to gain increased 
commitment to the changes taking place. 
different schools were staffed and 
The ways in which 
resourced by TVEl 
projects were often identical. This did not allow enough 
attention to be given to individual differences. 
provide extra support to developments through INSET, so 
that teachers felt more prepared to tackle issues which 
they found demanding or threatening. eg adopting new styles 
of classroom management. urSET matters were, however I an 
afterthought for the MSC as well as for some of the 
projects, and while TRIST provided useful support, this was 
rather late arriving. 
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provide appropriate advice on the best ways of managing 
change and of supporting innovations. Schools that had not 
been used to adopt i ng new i ni tiati ves needed more di rect 
support on the management aspects. This was, however, also 
a problem for the LEAs. 
carefully monitor developments, so that areas requiring 
support were addressed earlier. The evaluation of TVEI 
within LEAs and their institutions was given low priority 
and was often inadequately developed. 
create ownership of the changes among participants by 
involving them as much as possible in the planning and 
development stages. Some teachers felt that they were 
being instructed to take on new ideas and resisted this 
approach. 
take into account the different starting points of the 
participants (both institutions and LEAs). There was a 
considerable diverSity of practice and experience among 
partiCipants, which was insufficiently addressed. More 
individualised approaches were required from both LEAs and 
the MSC. 
produce a philosophy of purpose which could be shared by 
all participants, so that collaborative developments became 
more attainable. 
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(iv) The amount of support for TVEI was variable. It depended upon 
the roles taken by the proj ect co-ordinators, the degree of 
involvement of LEA advisers and officers, and the success that 
was achieved in setting up collaborative networks for 
curriculum and staff development. Although the rate of change 
differed among projects, there was no doubt that TVEI had an 
impact on existing developments. This was a direct result of 
the capablli ties of project co-ordinators to encourage 
innovation through their hard work and considered leadership, 
and because TVEl provided them with an enabling mechanism to 
achieve new goals. These indl viduals were the prime change 
agents for TVEl wi thin the LEAs. As Extension arrived, they 
became the chief planners for this new stage of the Initiative. 
Where co-ordinators found themselves having to work against a 
background in their LEAs which did not encourage centralised 
direction of change, they were viewed with varying degrees of 
suspicion, both by their cOlleagues in the LEA, and by staff in 
the institutions, if they attempted to introduce this type of 
approach. The project co-ordinators were, however, in a 
powerful position to encourage and, if necessary, enforce 
change, since they had the support of the MSC, and the backing 
of the contractual obligations made by their LEAs within their 
submission statements. Although the management styles used by 
TVEI co-ordinators differed considerably, individually they 
were substantially in line with the traditions for managing 
institutions, which had been built up within their own 
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Authorities. The co-ordinators were, in many ways, free-agents 
when implementing changes that were in accordance with the 
requirements of TVEI, but their mode of action was strongly 
influenced by the operational styles of their LEAs. 
In a number of cases, institutions found themselves attempting 
to introduce TVEI with 11 ttle external support. Project co-
ordinators became increasingly busy people through having to 
administer their schemes centrally, while, in some Authorities. 
still carrying out their other duties as well. This meant that 
some institutions, which recei ved 11 ttle direct advice and 
assistance, felt rather cut off from the centre. In most 
cases, LEA advisers did not become involved with TVEI for a 
number of reasons, and the LEAs did not go out of their way to 
encourage them to do so. In part, this reflected the attitudes 
of some Directors of Education and other senior LEA staff to 
the role of TVEI in their Authorities. 
The XSC Regional Advisers were unable to take more than a 
cursory glance at the work of the individual institutions, due 
to their lack of numbers and to their considerable work load. 
This situation encouraged local diversity in rVEI. The 
problems for a national, centrally directed project of the size 
and complexity of TVEI were closely linked with the inability 
of the MSC to control the events that were taking place, and 
this in turn related to: 
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insufficient personnel being available to carry out this 
function, and 
insufficient coherence of TVEr developments with the 
policies and intentions of the LEAs involved. 
Any centrally directed ini Uati ve, which does not have the 
agreement and support of the periphery, andlor sufficient 
capability to enforce, monitor and support the necessary 
changes, is likely to fail. A project as large, contentious, 
and as broadly cancel ved as TVEr was even more likely to be 
significantly modified, therefore. 
(11) THE CHAIGRS PRODUCED AS A RESULT OF TVEI. 
The changes produced as a result of TVEr were based upon the local 
interpretations of the aims and criteria of the Initiative. There was 
considerable variety in these interpretations, and many of the changes 
taking place were somewhat distant from the immediate purposes of the 
Project. The ways in which institutions were able to gain a 
reasonable control over the Initiative, meant that, for them, TVEr 
often became a means to an end, and consequently the central 
intentions of the Ini tiati ve were marginal1sed. Many of the changes 
introduced, merely repeated previous ini tiati ves. TVEI facil1 tated 
the introduction of a number of the ideas which were cherished by 
teachers and officers at the local level, but which they had not been 
able to introduce previously. 
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TVEI had a fairly marginal and superficial impact on many 
insti tutions, but it was not without its effects in more subtle and 
less immediately determinate ways. The introduction of a scheme which 
was seen to be encouraging innovation in classroom practice, and which 
became increasingly concerned with sharing ideas and encouraging 
collaboration over the developments taking place, had a 11 berating 
effect on some staff. This was often a result of the increase in 
INSET activity resulting from TVEI, particularly TRIST, which enabled 
staff development to occur in ways that were more related to the needs 
of individual teachers, and to their perceptions of the needs of their 
pupilS. It also provided opportunities for sharing those needs with 
other staff in ways which had not been common before. This, in turn, 
produced a climate which often enhanced motivation, and increased 
awareness of the need for further development. 
were not necessarily closely linked, however, 
criteria of TVEI. 
The resultant changes 
with the aims and 
In a number of cases, TVEI was seen by headteachers as being most 
sui table for pupils of average ability, and hence it was commonly 
offered to this part1cular group alone. Pupils with special 
educational needs were not generally involved, nor were those of high 
abi11 ty, for whom more traditional pathways were regarded as more 
appropriate. In some institut1ons, despite opposition initially from 
the KSC, TVEI was offered to the whole of a year group, and not just 
to a 11mi ted cohort. However, this approach did not imply that all 
pupils of all abilities were then equally represented, since 
counselling and gUidance systems were found to regulate the uptake. 
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In fact this particular strategy enabled some headteachers to 
successfully bury TVEI within their organisational structures. 
TVEI appeared to be most effective, when it introduced changes which 
were related to teaching and learning styles rather than to specific 
areas of the curriculum. This was a result of a large number of 
teachers then being able to accept the scheme as one which had 
relevance for them in their own classrooms, and as a means of directly 
affecting the learning of their pupils. In addition, this was a 
consequence of the simUltaneous introduction of GCSE, which was also 
concerned with changes in pedagogy. As a result, TVEI was seen as a 
support for the changes occurring in that initiative too. The 
increased concentration on teaching and learning styles was a feature 
that allowed teachers to gain additional control over TVEI, and to 
frame other curriculum development more wi thin this context. Rather 
than concentrat1ng solely on the development of the work-related 
curriculum, TVEI increasingly became a vehicle for the delivery of an 
entitlement curriculum. 
The notion of educational entitlement had been expounded previously, 
but it had not received much attention nationally. TVEI increasingly 
became a vehicle advocating for the entitlement curriculum, but whilst 
giving support to the original aims of the Initiative, it also began 
to encompass more traditional curricular values. Enti tlement was 
encouraged throughout the 14-18 age range and, pOSSibly for the first 
time, attention was focussed on the needs of all students in the 16+ 
phase. However, TVEI did not make any great headway in this area, 
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largely due to the more entrenched views of staff in the Further 
Education colleges and school sixth forms. It was also difficult to 
bridge the existing academic/vocational structures in this phase of 
education. This was exacerbated by the differentiated curricula 
provided by these inst! tutions, that saw the maj orHy of A-level 
courses being offered in the schools and BTEC courses in the colleges. 
TVEI encouraged the introduction of modes of assessment and recording 
that were more consistent with the pedagogical changes being 
introduced. Although the 'stranglehold' of the Examination Boards was 
not removed, a greater dialogue was opened up. In addition the move 
towards Recording of Achievement, which had pre-dated TVEI, was given 
a boost through the Initiative and became a further area for 
development. 
Many of these Changes only started to occur, however, when the 
Initiative had become more acceptable to teachers. When TVEI began, 
many teachers viewed Its attempts to change educational practice with 
considerable suspicion. As they gained some ownership over the 
Project, however, they gradually came to accept it more as an ally 
against some of the other changes being introduced at the same tlme by 
other agencies (eg the National Curriculum>, 
(111) COICLUSIOI. 
This research project set out to consider the impact that TVEI has had 
on educational instltutions. This has been examined from a number of 
standpOints, but particularly in regard to how far it depended upon: 
-370-
(1) the attitudes shown by staff within the institutions and 
their LEAs towards the management of change, 
<1i) the nature and extent of the support provided by the rVEI 
project, and 
(111 ) the nature of rVEI 1tself. 
It has been shown that, although a fundamental review of the 
educational provision for students aged 14-18 has taken place during 
the l1te-time of rVEI, the degree, direction and rate of any resulting 
changes depended upon a number of factors: 
(1) the prev10us attitudes of the LEAs to educational change, and 
the systems that they set up for managing it, 
(1i) the nature of the relationship between an LEA and its 
1nst! tutions, 
(1ii) the nature of the particular TVEI scheme developed by an LEA, 
(iv) the attitudes of headteachers and principals towards TVEI, 
(v) the state of preparedness of 1nst1 tutions for change of the 
complexity and magnitude generated by TVEI, 
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(vi) the support and encouragement provided by the LEA generally, as 
well as by the rVEI project specifically, 
(vii) the nature of the relationship between the local TVEI project 
and the LEA. 
Whilst rVEI has been shown to have had a considerable impact at 
national and local levels during its life-time, it is questionable 
whether the initial aims of the Project have really been met. There 
is generally a greater awareness of the issues which have been 
highlighted by the Initiative, but these have become somewhat subsumed 
into existing organisational structures, as control over rVEI has 
moved more into the hands of the practitioners. The pracU Uoners 
have tended to minimise the • unwanted' effects of rVEI to a large 
extent, while at the same time creating and utiliSing opportunities 
for further developments in those areas in which they themselves had a 
vested interest; for instance, improved staff development facilities 
and the creation of more appropriate classroom practices. While TVEr 
set out to encourage the development of the work-related curriculum, 
and to modify attitudes towards vocational education and training, it 
has actually been more successful in enhancing pedagogical issues, 
particularly with regard to styles of teaching and learning, and 
approaches to assessment and recording. 
rVEI was created as a result of the reactions of some politicians to 
the economic and educational problems that they perceived as existing 
at the time. The alms of the Initiative, therefore, were largely 
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intended to resolve these problems, but critically for those who were 
to later manage TVEI, no proper account was taken of: 
i) the state of the educational system at the time. Hence 
11 ttle attention was gi ven to the developmental needs of 
the individuals and institutions involved, 
i1> how the aims would be met. This process was largely left to 
the professionals to determine. 
As a result of TVEI, the MSC became increasingly identified as a 
partner in the educational change process, rather than as an intruder 
as previously believed. As a consequence, TVEI enabled changes to 
take place in those LEAs and institutions which were willing and 
prepared for innovations to occur, although the nature of these 
changes was often 1d1osyncratic and targeted more at the needs of the 
local1 ty than those of the In1 tiati ve. Where the ethos, structures 
and degree of development were not so campaU ble, changes were more 
d1fficult to initiate and sustain. Although the Initiat1ve was 
introduced rapidly, and with considerable funding and a high degree of 
coercion upon those LEAs accepting membership, changes have been 
patchy, partial and incomplete. However, the slowness of real 
progress has probably paralleled the problems of inertia in the 
educational system 1n this Country more than it has reflected an overt 
resistance to the Technical and Vocational Education Initiative 
itself. 
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